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A STUDY OF PRINCIPAL LEADERSHIP IN APPLYING 
THE CHANGE RESEARCH TO INCLUSION 
Principals must help teachers change in order to 
adapt to new innovations. As principals try to develop new 
innovations, a consistent theme runs through the research 
and defines the characteristics of principals acting as 
transformational leaders, staff developers, and change 
facilitators. 
In combining the research findings in the areas of 
the principal as a transformational leader, staff developer, 
and change facilitator, this study sought to use a new 
configuration of characteristics to explore the behaviors of 
three effective practicing principals. This study centered 
on how three effective principals changed their schools with 
the implementation of a single innovation. Specifically, 
this study looked at the principals' roles as 
transformational leaders and the staff development programs 
that resulted from their guidance. Also identified was the 
manner in which these principals promoted lasting change in 
their schools. 
This study used multiple sources of data which 
allowed for a vast realm of historical, attitudinal, and 
observable issues to be addressed. The procedure of 
triangulation, was however, the most significant procedure 
used. Triangulation granted the chance to match the data 
across settings aspiring to substantiate the study's 
conclusions. Using a "corroboratory" mode, multiple sources 
of data allowed for inferences to be extracted of a much 
more reassuring and reliable nature based on several 
separate origins. 
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By reviewing the findings the following conclusions 
were drawn: (1) all three schools bolstered a belief that 
the inclusionary process has enhanced teaching universally, 
enriched overall student achievement, ameliorated tolerance 
for individual differences from regular education students 
and staff, improved staff moral and communication, and 
cultivated community support; (2) effective transformational 
principals display not only an extremely high self-
confidence, but "transform" this same confidence to their 
staffs, use their staffs in a true human resource paradigm, 
understand the complexities of change and the deterrents 
that accompany it, allow their staffs to grow as they foster 
change, and are seen by their staffs as effective; and (3) 
"top-down" educational changes provide a catalyst for 
change. 
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Principals must help teachers change in order to adapt 
to new innovations. As principals try to develop new 
innovations, a consistent theme runs through the research 
and defines the characteristics of principals acting as 
transformational leaders, staff developers, and change 
facilitators. 
In combining the research findings in the areas of the 
principal as a transformational leader, staff developer, and 
change facilitator, this study seeks to use a new 
configuration of characteristics to explore the behaviors of 
three effective practicing principals. (See Chapter II for a 
detailed discussion of these topics.) This study centers on 
how three effective principals change their schools with the 
implementation of a single innovation. Specifically, this 
study will look at the principals' roles as transformational 
leaders and the staff development 
from their guidance. Also to be 
1 
programs that resulted 
identified will be the 
2 
manner in which these principals promoted lasting change in 
their schools. 
Statement of the Problem 
The State Board of Education began a total review of 
the state educational mandates in early 1981. This 
examination detailed 
compulsory attendance, 
student needs, transportation, 
school days per year requirements, 
education of teachers, teacher preparation, and teacher job 
requirements. By 1983 the results from this study led The 
state Board of Education to ask the General Assembly to 
create the Illinois Commission on the Improvement of 
Elementary and Secondary Education. The Illinois Commission 
on Improvement of Elementary and Secondary Education focused 
on studying problems relating to elementary and secondary 
education in Illinois and made suggestions as to how to 
improve education in the state. 
In 1985 the findings were published in the report, 
Excellence in the Making. Following this report, state 
legislators detailed the Illinois Better Schools Reform and 
made budget recommendations to support this reform. Soon to 
follow was Senate Bill 730 which addressed legislation on 
school improvement in Illinois. 
In direct reference to educational leadership in the 
state, Senate Bill 730 gave principals a new duty. Public 
Act 84-126, the educational omnibus legislation, 
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specifically targeted building principals. It revised 
Chapter 122, Section 10-21.4 of the Illinois School Code to 
include a new responsibility for building principals. This 
new amended legislation states the following: 
Principals--Duties ... The principal shall assume admin-
istrative responsibilities and instructional leadership, 
under the supervision of the superintendent, and in 
accordance with reasonable rules and regulations of the 
board, for the planning, operation and evaluation of the 
educational program of the attendance area to which he or 
she is assigned. 
School boards shall specify in their formal job 
description for principals that his or her primary 
responsibility is in the improvement of instruction. A 
majority of the time spent by a principal shall be spent 
on curriculum development through both formal and 
informal activities, establishing clear lines of 
communication regarding school goals, accomplishments, 
practices and policies with parents and teachers. (1985) 
Thus,· with this 1985 Illinois reform package, 169 
reforms and/or mandates were introduced into the Illinois 
instructional picture. This duty mandated the principal as 
having the primary responsibility for promoting the 
improvement of instruction through the development of new 
and innovative reform. 
As Illinois principals assumed their new mandated 
responsibilities to improve instruction, the meaning of 
instructional leadership varies in regards to new 
innovations. "Top-down" models of state adopted 
instructional improvement, such as inclusion, leave 
th ems elves open to interpretation. (See Chapter II for a 
detailed discussion of inclusion.) In what ways did 
effective principals grasp the concept of this change in 
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terms of applying it to the improvement of their schools? 
Did the loose structure of this change, combined with the 
vague state mandates, promote varied and incomplete attempts 
to improve instruction through this new innovation? What led 
principals to move toward this change and how was this 
focused on from an instructional leadership standpoint? What 
specific issues did principals center on during change 
process and why? 
The change to inclusion involves all the major 
components that encircle an educational reform. Past history 
would indicate that these kinds of educational reforms 
rarely work. Once again educational reformers try to provide 
for that opportunity to do what is seemingly best for 
children, and again, educators may fall short. 
A seemingly haphazard and unconnected beginning appears 
to be pushing the inclusion efforts in the same direction as 
so many failed reforms--forgotten and nameless. The 
educational world will of course have its few standout 
programs, but these will be the exception. As Dewey states 
below, hopefully, educators endeavoring to move toward 
inclusion will act on the basis of their intelligence to 
choose, as Dewey suggests, the "correct branch in the road": 
A man traveling in an unfamiliar region comes to a 
branching in the road. Having no sure knowledge to fall 
back upon, he is brought to a standstill of hesitation 
and suspense. Which road is right? And how shall his 
perplexity be resolved? There are but two alternatives:he 
must either blindly and arbitrarily take his course, 
trusting to luck for the outcome, or he must discover 
grounds for the conclusion that a given road is right 
(1933, p. 78). 
The Purpose of the study 
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The major purpose of this study is intended to describe 
and analyze how three effective principals in DuPage County, 
Illinois, change their schools with the implementation of a 
single innovation. Specifically, what did these principals 
do to function as transformational leaders in the process of 
staff development and how have they supported this change to 
allow for its continuation and growth. 
Chapter II contains a review of the literature on 
transformational leadership, the staff development process, 
school change, and inclusion. In Chapter III, the 
methodology and research design of the study are discussed 
in relation to the research questions. Chapter IV contains 
the analysis of the data collected at the three sites. 
Chapter V discusses the findings, recommendations and 
implications of this study. 
CHAPTER II 
THE REVIEW OF THE LITERATURE 
Introduction 
This study is about how three effective elementary 
principals in DuPage County, Illinois changed their schools 
with the introduction of a specific innovation. This change, 
the Regular Education Initiative (REI) or inclusion, 
involves the reintroduction of special needs students into 
the regular educational setting. The inclusion movement has 
challenged educational leaders to become agents of change 
and fulfill their obligation to improve schools as stated in 
the Illinois reform movements. Of primary importance to this 
researcher was to discover how these principals functioned 
as tranf ormational leaders in the staff development of 
teachers during the change process. Additionally, this 
researcher focused attention on how these principals 
effectively incorporated this change into their schools. 
This chapter is broken into five parts. The first 
section introduces educational change and provides 
background information as to the struggle that accompanies 
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it. The second part defines the principal as a 
transformational leader. This section examines the principal 
as a new type of leader, responsible for school improvement 
through intrinsically motivated change. The third part looks 
at how this transformational leader uses staff development 
programs in a true human resource sense. The fourth part 
details the two most noted models of educational change, 
bringing a technical dimension to the discussion. The fifth 
section explains the inclusion movement. Then, the study's 
theoretical framework is derived from the combining of the 
tranformational leader research with the staff development 
and organizational change research. 
Background 
Seymour Sarason (1990) stated in his book, The 
Predictable Failure Of Educational Reform, that there are 
basically two issues that confront educators attempting 
reform. The first assumption is that schools exist primarily 
for the growth and development of children. This assumption 
is false because if teachers do not feel that they are in 
productive and creative environments, then they cannot 
maintain that same environment for children. The second 
issue is that there is now an almost unbridgeable gulf that 
students perceive between the world of school and the world 
outside of it. Schools are uninteresting places in which the 
interests and questions of children have no relevance to 
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what they are required to learn in the classroom. Teachers 
continue to teach subject matter, not children. And as 
Sarason expresses, "Any reform effort that does not confront 
these two issues and the changes they suggest is doomed" 
(p.xiv). The failure of educational innovations has been due 
to their being ignored. Thus, each new wave of educators has 
learned nothing from earlier efforts. 
According to Sarason (1990), educational reforms have 
been traditionally devoted to the issues of equalizing the 
achievement of minorities, trying to make education 
appealing to students, giving the educational process a 
meaning to students, enhancing the ideal of curiosity in the 
pursuit of citizen identity, and preparing for career 
options. Educational reform has basically failed to meet any 
of these well intentioned changes do to its, 
"intractability" (p.2). This intractability refers to the 
schools systems aims to educate falling far short of the 
actual experiences of day-to-day life experiences of its 
students. School situations have little relevance to 
individuals social experience. 
In addition to the non-importance of the educational 
setting, is the lack of understanding as to the nature of 
the school as an institution and, " .•• how complicated 
settings are organized: their structure, their dynamics, 
their power relationships, and their values and axioms" 
(Sarason, 1990, pp. 4-5). 
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Sarason, in his 1982 book The Culture of School and the 
Problem of Change, in trying to arrive at a logical reason 
why schools struggle to make educational reforms take hold, 
realized that best practice does not need to be best 
practice is in the classroom, or even in the school. 
Sarason's 1983 work, Schooling in America: Scapegoat and 
Solution, argued that the school itself may not be the 
correct solution to the education of students. With this 
more abstract and radical notion center stage, Sarason more 
recently provided the following statements as to why reform 
has failed: 
1. Schools are intellectually boring places for students. 
2. Television has created two worlds for students-one in 
the classroom and one outside the classroom. 
3. Schools have two very difficult tasks: to develop 
interest, create a challenge, to provoke curiosity and to 
make these interest specific to each individual child. 
4. As long as we continue to think of educational reform 
in the terms of classrooms, educational reform will not 
succeed. 
5. Schools have to look for non-school sites and 
experiences for learning. 
6. Educators must realize the amount of time it will take 
to change the way academia thinks about educational change 
( 1990, xiii} . 
Sarason went onto suggested that there are two factors that 
will help make educational reform work: 
1. There must be a shared commitment between the school 
and the community. 
2. A plan for sustained change that can be replicated 
throughout the district, state and nation must be foreseen 
(1990, xiv}. 
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Sarason (1990) implies that a new type of leadership 
will have to be introduced into the school setting in order 
to best allow for educational change. This leadership will 
take on new challenges, answer new questions, and develop 
new strategies helping education step into the next century. 
This author feels that this leadership will indeed transform 
education. 
Moving From Transactional 
To Transformational Leadership 
In his paper, "Identification of Dimensions of 
Supervisory Practice in Education: Reviewing the 
Literature", Edward Pajak (1990) defines supervision as 
entailing the pursuit of instructional excellence through 
change. In the 1992 annual publication from the Association 
for supervision and curriculum Development--supervision in 
Transition: The 1992 ASCD Yearbook, Peter Grimmett, Olaf 
Rostad, and Blake Ford wrote in their article, "The 
Transformation of Supervision", that change takes shape in 
one of two basic ways. The authors comment that leaders can 
mandate change externally or they can work with teachers in 
an interactive manner, building " .•• collaborative cultures" 
(p.185). Under this general premise rests the relationships 
between teachers and administrators, parents and school 
staff, and teachers and students. These power relationships 
create either high-pressure anxiety ridden changes or easy-
11 
going pressure free innovations. Sarason (1990) offers this 
lack of attention to these relationships as the first reason 
for the predictable failure of educational reform. 
Schools that see ineffective and difficult change 
foster a leadership style based on top-down mandated 
innovation (Grimmett, Rostad, & Ford, 1992). These type of 
schools are referred to as Type A organizations (Ouchi, 
1981). Grimmet et al. (1992) commented that when teachers 
feel molded by the mandates of others, a sense of 
•• ... helplessness and powerlessness •.• " becomes apparent 
(p.186). This inferior position assumed when change is put 
upon teachers, it creates a constant pressure putting 
teachers " ... off balance .•• " (p.186). Kenneth Leithwood, in 
his article "The Move Toward Transformational Leadership" 
published in Educational Leadership, February (1992), uses 
the term "instructional leader" or "transactional leader" in 
association with these Type A organizations. 
Transactional leaders are very useful in some 
situations and tasks such as central office control, 
maintaining status between workers and managers, and in 
seperating levels of management. Type A organizations work 
through top-down changes and decision processes. Traditional 
schools are Type A organizations working for improvement in 
their technical and instructional activities by closely 
monitoring teachers' and students' outcomes 
(Leithwood,1992). 
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This transactional leadership is based on an exchange 
of services for differing types of rewards controlled by the 
leader (Leithwood, 1992). Transactional leadership helps 
people to understand what needs to be done and at the same 
time increase confidence and motivation. This type of leader 
is central to any organization in getting day-to-day 
routines accomplished (Bass, 1987; Sergiovanni, 1990). 
However, these transactional practices provide for little 
incentive for people to attempt improvements (Leithwood, 
1992). Sarason (1990) calls these type of day-to-day routine 
changes "first-order" changes. 
These "first-order" changes, such as improving the 
technical and instructional activities of the school through 
the close monitoring of teachers' and students' work, depend 
on the support provided for in "second-order" changes. 
Important second-order changes such as building a shared 
vision, improving communication and developing collaborative 
decision-making process are often made by administrators 
without an awareness of their impact on first-order changes 
(Sarason, 1990). 
School situations that heighten an experience and 
professionally empower staff give an authority to teachers 
that demonstrates that they can lead students in new and 
innovative directions (Grimmett, Rostad, and Ford, 1992). 
In these Type Z organizations, strong cultures allow for 
staff participation and power is consensual. This power, as 
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Leithwood (1992) explains, " ..• manifests through other 
people, not over other people" (p.9). Faclitative power 
enhances school staff members to work collectively to 
increase productivity. This educational leader will have to 
balance the top-down Type A forms of power with the 
facilitative Type z power base (Leithwood, 1992). As Sarason 
(1990) explains: 
.•. when a process makes people feel that they have a 
voice in matters that affect them, they will have grater 
commitment to take the overall enterprise and will take 
greater responsibility for what happens to the enterprize 
(p.61). 
To successfully introduce "first-order" changes, 
"second-order" support must be relied upon. As Leithwood 
states: 
We are learning that schools are complex systems made up 
of parts with greater interdependencies than we earlier 
believed. Successful first-order changes usually depend 
on the support provided through significant second-order 
changes. Failure to acknowledge this complexity is the 
second reason Sarason (1990) offers for the predictable 
failure of educational reform. Restructuring initiatives 
are primarily about second-order changes: they require 
leadership with a similar focus (p.9). 
School administrators trying to collectively facilitate 
power in order to make second-order changes must refocus 
their aim (Leithwood, 1992). These administrators must 
become "transformational leaders" (Burns, 1978). 
Research On The Principal As A Transformational Leader 
As schools move into the 21st Century, along with them 
move an entire array of restructuring initiatives designed 
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to follow in the footfalls of large business of the 1980s 
(Leithwood, 1992). These Type z organizational changes will 
see the school principal as the focus in bringing about 
educational change and insuring instructional excellence 
(Pajak, 1990; Ouchi ,1981). As the literature on effective 
schools pointed more toward the principals role being that 
of a transactional leader concerned with largely extrinsic 
values in their instructional leadership styles there came a 
call for a leader who could develop a culture in which 
" ... leaders and followers are in pursuit of higher-level 
goals common to both" {Sergiovanni, 1990, p.23). The 
transformational leader focuses on needs intrinsic to the 
values of goodness, righteousness, duty, and obligation. As 
the combination of the principal as instructional leader and 
organizational change agent developed from the effective 
schools movement {Fullan, 1982; Goodlad, 1975; Huberman & 
Mills, 1984; Joyce, Hersh, & McGibben, 1983; Sergiovanni, 
1990), a new type of transformational leader emerged. 
Transformational leadership, for purposes of definition 
entails teacher development within a culture of 
interdependent collegiality when teachers reflectively 
transform their classroom experience (Grimmett, Rostad, & 
Ford, 1992). Michael G. Fullan states in his article, 
''Visions That Bind", in Educational Leadership, February 
{1992), that the transformational leader builds 
collaborative cultures to help schools deal with all the 
innovations that they are multiply contending with 
simultaneously. Fullan says the following in terms of 
transformational leadership: 
To build collaborative work cultures, principals must 
concentrate on fostering vision-building; norms of 
collegiality; norms of continuous improvement; problem-
coping and conflict-resolution strategies; lifelong 
teacher development that involves inquiry, reflective 
practice, collaboration, and technical skills; and 
restructuring initiatives (p.19). 
This definition of transformational leadership states that 
the transformational leader empowers those who participate 
in the process of change with an optimism that is energy. 
This energy facilitates people's missions and visions and 
renews their commitment to their system and its goal. 
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Leithwood's (1992) research led him to comment that the 
transformational leader is in continual pursuit of three 
fundamental goals: 1) helping staff members develop and 
maintain a collaborative, professional school culture; 2) 
fostering teacher development; and 3) helping them solve 
problems together more effectively. 
Transformational leaders according to Sagar's 1992 
article, "Three Principals Who Make a Difference", 
Educational Leadership, February (1992), are principals who 
foster schools that work. These principals have what Sagar 
calls, " ... three building blocks of transformational 
leadership ... " and they are as follows: 
1. A clear and unified focus. 
2. A common perspective. 
3. A constant push for improvement (p.13). 
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To fully understand the evolution of the principal as a 
transformational leader, an endeavor to understand the 
recent trend to move away from the transactional incentive 
control base is in order (Burns, 1978; Sergiovanni, 1990; 
Leithwood, 1992; Poplin, 1992; Mitchell and Tucker, 1992). 
What Transformational Leaders Do 
This section of part one on the research dealing with 
the principle as a transformational leader describes the 
behaviors and roles identified by the research as being seen 
in transformational leaders. 
Kenneth A. Leithwood (1992) detailed his results of 
three studies addressing the issued of the transformational 
leader. Leithwood and his colleagues studied schools 
initiating reforms of their own choice as well as schools 
responding to both district-level and state-level 
initiatives. 
First, Leithwood and Jantzi (1991), paralleling the 
findings of Deal and Peterson (1990), looked at 12 improving 
schools and identified a number of strategies used by their 
leaders to aid in developing and maintaining professional 
collaborative cultures in their study, "Transformational 
Leadership: How Principals Can Help Reform School Cultures". 
These strategies entailed involving staff members in goal 
setting and reducing teachers' isolation by developing time 
to plan together. New staff members were chosen based on 
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their already perceived notion that they were committed to 
the project. School leaders actively shared the school's 
cultural norms, values, and beliefs in their day-to-day 
activities. Also, the school leaders gave responsibility to 
others in terms of delegation of power in defining school 
improvement teams. 
Second, in Leithwood, Jantzi, and Dart's 1991 article, 
"How the School Improvement Strategies of Transformational 
Leaders Foster Teacher Development", the authors studied 
teacher motivation in regard to professional growth and 
development. Here, the 47 schools that were studied 
demonstrated a significant relationship between aspects of 
transformational leadership and teachers' views of school 
improvement and new instructional behavior. This study also 
replicated findings by Blase (1990) in finding no 
relationship between transactional leadership and teacher 
change. 
The research by Leithwood, Jantzi, and Dart (1991) 
suggested that teacher motivation is heightened when 
teachers adopt a set of goals for professional growth that 
are internalized. Further, this situation is enhanced when 
teachers become involved in a school mission that they feel 
committed to. Schools leaders helped this process by 
ensuring that goals were clear, explicit, and ambitious 
enough to be challenging, but not unattainable. Leaders can 
further teacher development by giving them a role in solving 
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nonroutine problems of improvement within a school culture 
that values continuous professional growth. Lastly, feedback 
from colleagues about discrepancies between their goals for 
growth and their current practices was helpful. 
Third, Leithwood and Stainbach (1991), looked at how 
the transformational leader can help staff to bring about 
reform by working smarter not harder in their study, 
"Indicators of Transformational Leadership in the Everyday 
Problem Solving of School Administrators". This study 
revealed several administrative practices that allowed for 
educational change to take place. Effective leaders included 
leaders who collaborated with teachers during staff meetings 
in seeking a broad range of perspectives in attempting to 
solve problems. Then they took these ideas and put them in 
the larger school overview. Issues and their solutions were 
discussed and a pattern of active listening, clarification, 
and summarization at important times served well during 
these staff meetings. Transformational energy facilitates 
peoples' missions and visions and renews their commitment to 
their system and its goal. These leaders shared a belief 
that their staffs, as a whole, could develop better 
solutions to problems by working together than by working 
alone. 
Richard Sagor (1992) described the roles that leaders 
play in developing and maintaining transformational schools 
that have heightened student and faculty morale as well as 
improved student performance. Sagor looked at three very 
different leadership styles seen in three very different 
principals. Brief overviews describing these styles were 
observed during the researcher's visits to each site. 
First, Clyde Adams was seen as the classically 
masculine leader and was described as follows: 
... on the surface, Clyde personifies the classical 
masculine leadership model: self-assured, direct, and 
personally formidable •.. 
... Clyde began work in July .•• with the building 
custodian, painted the staff room, cafeteria, and other 
areas in the school ... 
..• Clyde informed new staff that he one day wanted them 
actively involved in school decisions. However, the 
veterans were not to be left out •.. 
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... Clyde's agenda was to expand and systematize the 
faculties role in decision making. Thus, the year began 
with the Clyde, the new faculty, and the veterans 
deliberating on school goals, beliefs, strategies, and 
visions. Not surprisingly, tracking quickly emerged as an 
area of disagreement. What surprised us was that the 
issue didn't generate the rancor we expected. The key 
appeared to be Clyde's approach to leadership. Clyde 
would grant whatever support requested. And he never let 
the faculty deal itself any grunt work ••• 
... Clyde formed his own homeroom group of the most at-
risk, marginal kids in the school. His goal was to make 
them successful students ••. He also created his own 
basketball team comprising the kids least likely to ever 
try out or make an interscholastic athletic team ••• 
... At year-end, Clyde was firmly established and well 
liked by the faculty ... Recently the faculty amicably 
agreed to replace tracking with heterogeneous grouping. 
School goals, recently revised, now have focus on the 
disadvantaged learner. In addition, the faculty created a 
paid academic coaching position to work with failing 
students after school in the same manner as the athletic 
coaches ... 
... Did opinionated, assertive Clyde direct that these 
changes be made? No. Would they have occurred without 
him? We suspect not •.. (Sager, 1992, pp.14-15). 
Second, Nora Burns was a veteran principal who had been 
given the chance to open a new elementary school. 
... She is a nurturer, a listener, and a supporter of 
faculty, students, and parents. Over the years, top 
teachers in her district repeatedly requested and 
received transfers to the buildings where Nora was 
principal, and weaker ones sought transfers out ... 
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... Nora doesn't lecture, nor does she challenge. Rather 
she is all over the building, finding the good things 
that are happening for kids and openly delighting in 
them. The responsible teacher's excitement is then 
visibly amplified by her enthusiasm, encouragement, and 
offers assistance. When Nora later suggests an idea foe 
consideration, is taken as advice from a sage friend. 
Something in her demeanor tells you that while Bo may 
know sports, Nora knows instruction! Even so, she readily 
admits to being a learner ... 
... Her success incultivating and developing leadership is 
evident in the fact that three of the other five 
elementary principals in her district once worked for 
Nora as either instructional coordinators or teachers ... 
... an "action research" team charged by their colleagues 
with documenting the impact of multi-aged grouping on all 
aspects of the program. A large staff-parent advisory 
committee was also formed to help guide the school .•• She 
simply saw this as an opportunity to educate ... 
... When challenged, Nora never shows the least 
defensiveness: instead, she clarifies the concern, asks 
what data would help ally or confirm the concern, and 
then sets out to acquire the necessary facts ... 
... year-end, all available measures of student 
achievement were high, faculty morale was strong, and the 
faculty had decided to go another year with their 
experiment in multi-aged grouping ... 
... Does the faculty feel Nora is essential to the 
process? Absolutely ... {Sagor, 1992, pp.15-16). 
And third, Laura Carson represented a high-energy, 
charismatic principal. 
Laura carson--vivacious, energetic 40ish--appears most 
comfortable with her arm around a child ... 
... She is an action person. If you have an idea, she 
picks up the phone and it's done. She takes care of 
things, she sees projects through. People are working 
harder, putting more hours in the classroom ••. 
... This push for improvement is quite public .•. and the 
principal had ... a big effect on student achievement and 
the atmosphere in the building .•. 
... The principal backs people, plus she gives follow 
through and support. She gives ... responsibilities ... 
.•. She evaluates what is happening and makes suggestion, 
and so far she has been right. One of the teachers 
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noticed that she is in the faculty room all the time. The 
principal proposes new ideas. Then people kick them 
around ... 
Laura says that she surveys the staff often about their 
needs and wants. She adds that her staff continually 
exceeds the districts yearly staff development of $500 
per teacher .•. 
... Laura's commitment inspires extra effort from the 
staff ... The teachers ... regularly work well beyond their 
contract time on collaborative projects. This commitment 
was apparently the result of participation on committee 
work and delegation of responsibility. It may also have 
to do with expression of appreciation ••. 
... Collaboration is the key ... 
..• Did the ... drive to make these accomplishments come 
from Laura? No, they came from the staff. Would the staff 
have demonstrated those talents without her? We don't 
think so ... (Sager, 1992, pp.17-18). 
Although all three principals demonstrated very 
different leadership styles, they all had one thing in 
common: a positive effect on the professionals who worked 
within their respective systems. They also showed behaviors 
that had certain commonalities in behavior. Each principal 
made endeavors to visit each classroom every day, they 
practice active listening, and view teaching as an, 
" ... experimental science" (Sagar ,1992, p.18). 
All three principals enabled for their staff to feel 
empowered, take credit for the school focus, create a 
climate for collaboration, and develop a working culture for 
common understanding. They felt that the most significant 
changes are accomplished in one-to-one interactions. These 
attributes aimed at improvement give teachers a feeling of 
efficacy, motivating them to work longer hours for intrinsic 
rewards. And lastly, the principal's ability to continually 
ask questions probing the teacher learning process allowed 
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for the maintaining of the necessary pressure to foster 
school improvement {Sagor, 1992). 
Research On Using Staff Development For 
Successful Innovation 
According to Bruce Joyce, writing the prologue for the 
1990 ASCD Yearbook, the future of the school will be totally 
determined by how well staff development programs are 
fashioned. Here, Joyce stated the following in regards to 
the extreme importance of staff development in terms of 
school improvement: 
... How good schools will be as educational institutions--
how humane and vital will they be as places to work--will 
be functions of the energy and quality of the investment 
in their personnel. Whether better-designed curriculums 
will be implemented, the promise of new technologies 
realized, or visions of a genuine teaching profession 
take form, all depend to a large extent on the strength 
of the staff development programs, and especially whether 
they become true human resource development systems 
(p.xv). 
Michael G. Fullan {1990) commenting on staff 
development, innovation, and institutional development, 
pointed directly to the relationship between staff 
development and successful innovation or improvement. Fullan 
speaks to three aspects involved in the interrelationship 
between staff development and innovation in the school 
setting. These include: 
1. Staff Development as a Strategy for Implementation. 
2. Staff Development as an Innovation 
3. Staff Development and Institutional Development (p.4) 
Staff development as a strategy for implementation was 
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established as being interrelated to school improvement in 
terms of staff learning in 1977 by Fullan and Pomfret. Staff 
development involves learning how to do something new. 
Specifically, when attached to specific innovations, staff 
development and implementation are strongly linked (Fullan, 
1992) . 
In Fullan and Pomfret's (1977) work, staff development 
was seen as needing to be innovation-related, continuous 
during the process, and involve both formal and informal 
aspects. They also demonstrated that most innovative reforms 
did not show these characteristics. 
Huberman and Miles (1984), linked staff development and 
implementation through a case study of innovation. They 
found that innovation either succeed or failed due to the 
amount of assistance staff received once the change process 
started. Huberman and Miles also contributed to the better 
understanding of teacher learning in relation to the problem 
of difficulties in the early parts of an innovation, the 
role of pressure during innovation in regards to the role of 
support, the systematic change of beliefs and understandings 
during innovation, and the two-year time line for follow-up 
support and active assistance during the change 
implementation. 
Stallings (1989) demonstrated the relationship between 
staff development and school achievement in research 
revolving around improving teaching and student achievement 
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in reading at the secondary level. Stallings, using various 
settings and different designs, identified strategies 
related to effective staff development. Furthermore, 
Stallings found that teachers are more likely to change 
their behavior and use new ideas under the following 
conditions: 
1. they become aware of a need for improvement through 
their analysis of their own observation profile; 
2. they make a written commitment to try new ideas in 
their classroom the next day; 
3. they modify the workshop ideas to work in their 
classroom and school; 
4. they try the ideas and evaluate the effect; 
5. they observe in each other's classroom and analyze 
their own data; 
6. they report their success or failure to the group; 
7. they discuss problems and solutions regarding 
individual students and/or teaching subject matter; 
8. they need a wide variety of approaches: modeling, 
simulation, observations, critique video tapes, presenting 
at professional meetings; 
9. they learn in their own way continuing to set new 
goals for professional development (pp.3-4). 
The backbone of the model, stated by Stallings (1989), 
included the following: 
Learn by doing--try, evaluate, modify, try again. 
- Link prior knowledge to new information. 
- Learn by reflecting and solving problems. 
- Learn in a supportive environment-share problems and 
successes (p.4). 
Another study relevant in the demonstration of the link 
between staff development and student achievement was done 
by Joyce, Murphy, Showers and Murphy (1989). They spent 18 
months training teachers to use new models of instruction 
with students. After this intense teacher training and 
follow-up about teaching models, ~hey demonstrated that 
25 
teacher improvement in the classroom was related to a 
student achievement and student promotion rates. 
In reviewing these three studies, Fullan (1990), 
emphasized the 12 barriers found in an earlier review by 
Pink (1989) and commented: 
It is worth emphasizing that both Stallings' and Joyce's 
initiatives required considerable sophistication, effort, 
skill, and persistence to accomplish what they did. Most 
staff development activities do not measure up to these 
standards ••• In short, staff development, implementation 
of innovation, and student achievement are closely 
related, but because they require such a sophistication, 
persistent effort to coordinate, they are unlikely to 
succeed in many situations. Any success that does occur 
is unlikely to be sustained beyond the tenure or energy 
of the main initiators of the project (p.7). 
Although these innovative programs showed promise, they set 
standards that in most school systems would not be able to 
be replicated. 
Staff development as an innovation considers staff 
development projects as innovations in their own right. 
Here, Fullan (1990) speaks to the specific changes that 
involve new polices and structures that establish new roles. 
Projects such as mentoring and coaching according to Fullan 
would greatly benefit from knowledge of implementation 
theory. 
Little (1989), in a review of the literature involving 
the mentoring process, identified three problems occurring 
during the implementation phase: the quick pace of 
implementation, lack of opportunity to carry out the role, 
and precedents that constrained the mentor's performance. 
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Further, Fullan (1990), saw problems in the mentoring 
process in the way of their training, support, and 
opportunity. Little (1989), commented on the role of the 
mentor as having an ambiguity allowing the mentors to almost 
develop their roles as they went along. And finally, the 
direct lack of, teacher-to-teacher contact, due to all of 
the problems stated was a significant barrier to the mentor 
programs innovation or implementation. 
Fullan (1990) found even more implementation 
difficulties with the coaching innovations due to their less 
formal, more voluntary, and smaller scale development. These 
coaching projects, according to Fullan, were superficial in 
nature, did not provide the adequate support or training, 
and were, for the most part, short-lived and 
inconsequential. Fullan states the following in regard to 
mentoring and coaching in terms of their success as 
innovations: 
Although mentoring and coaching have great potential, as 
long as they are treated as innovations or projects or 
even strategies, their impact will be superficial and 
short-term and will be confined to a few participants • 
... our attention must shift explicitly to how staff 
development fits into the long-term institutional 
purposes and development of schools (p.11). 
Fullan and Pomfret (1977) demonstrated that developing 
and implementing a plan to help a change occur does 
contribute to the likelihood of success in the areas of 
collaborative work cultures and collegiality. Thus, those 
schools that demonstrate that they have norms of strong 
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collegiality have better opportunities to implement more 
successful change. Pullan (1992) suggests three points for 
consideration: First, staff development for implementation 
should take into account the nature of teacher collegiality 
that exists in the schools with which they intend to work; 
second, even when teacher collegiality is taken into 
account, it is usually created as a contextual factor or as 
a "given"; that is used to explain differences in 
implementation more than others; and third, solid staff 
development projects, in addition to having a positive 
impact on change in teacher practice and student 
achievement, can also have a spin-off or residual impact on 
increasing collegiality among teachers. 
Staff Development And Collaborative Cultures 
Hargreaves (1990) presented a model of collaborative 
cultures in terms of successful innovation and staff 
development. His typology for considering school cultures 
focuses on four distinct cultures: fragmented individualism, 
Balkanization, contrived collegiality, and collaborative 
cultures. 
The first three aspects of Hargreaves model have clear 
drawbacks and do not allow for the development of the norms 
of collegiality. First, fragmented individualism is the 
traditional form of teacher isolation. Flinder (1988) found 
that teachers not only accepted their isolation, but worked 
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hard to maintain it using their classrooms as escapes to 
plan lessons and grade papers. Second, Balkanization 
develops as subgroups and cliques that exist and operate as 
separate units in the school. These individual units often 
have or are in conflict with each other. Often found in the 
high school setting, these many subgroups fragment staff 
collegiality. Contrived collegiality is seen as a set of 
formal, specific bureaucratic procedures that include: joint 
planning, formally scheduled meetings, clear job 
descriptions, and training programs for those teachers in 
leadership roles. In contrived collegiality the real school 
culture is ignored. Innovations are too short-lived and 
technical. Teachers are pulled away from their sought 
isolationism into situations in which outside experts teach 
them how to technically change their teaching. These imposed 
changes force teachers into being " .•. technicians rather 
than professionals ... " (Hargreaves and Dawe, 1989, p.7). 
Lastly, Hargreaves (1990) stated that collaborative cultures 
are personal, deep, and enduring. They are not specific to 
one innovation or one change, but last over time in a 
constructive daily routine. 
Little (1989) suggests that there are four types of 
collaborative relationships ranked on an independence-
interdependence continuum: storytelling and scanning for 
ideas, aid and assistance, mutual sharing, and joint work. 
The first three forms of collaboration represent weak ties 
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in terms of collegiality and for the most part, are 
superficial, safe, inconsequential, and have little impact 
on the total school culture. Thus, Little describes the 
forth aspect, joint work, in the following terms: 
..• collective conceptions of autonomy, support for 
teachers' initiative and leadership with regard to 
professional practice, and group affiliations grounded in 
professional work. Joint work is dependent on the 
structural organization of task, time, and other 
resources in ways not characteristic of other forms of 
collegiality (pp.14-15). 
Little's concept of joint work is not to be assumed as being 
better than any other form of collaboration. In fact, Little 
points out that this concept is more demanding both 
psychologically and organizationally than the others. Little 
goes on to question whether greater contact between teachers 
is more harmful than helpful. She states that some 
collaborative situations may even be serving to reinforce 
those morals and intellectual commitment that the 
collaborative effort was trying to rid itself of. 
Pullan, Rolheiser-Bennett, and Bennett (1989) have an 
overall staff development model that is aimed at making 
staff development a reality and that links classroom and 
school improvement in bringing about serious educational 
change. They have identified that schools improve when they 
have, (1) a shared purpose, (2) norms of collegiality, (3) 
norms of continuous improvement, and (4) structures that 
represent the organizational conditions necessary for 
significant improvement. These are not individual 
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characteristics, but foster school improvement through their 
functioning together in a simultaneous manner. 
Shared purpose revolves around things such as vision, 
mission, goals, objectives, and unity of purpose. Shared 
purpose is demonstrated in the schools purposeful direction 
in relation to its educational goals. Shared purpose may 
only thrive when the other three components are also hard at 
work. Norms of collegiality here refers to the positive 
extent in which teachers allow joint work to assist them in 
their endeavors. These norms of continuous improvement are 
seen as teachers constantly seek new and innovative methods 
both inside and outside the school. Structure refers to the 
organizational situation including roles, policies, and 
working conditions that support the movement of all the 
parts. Further, concepts such as joint planning time, joint 
teaching arrangements, mentoring, and school improvement are 
all helpful in school improvement endeavors (Fullan, 
Rolheiser-Bennett, & Bennett, 1989). 
Fullan (1990) makes the following comments in regard to 
staff development and school improvement: 
Staff development will never have its intended impact as 
long as it is grafted onto schools in the form of 
discrete, unconnected projects. the closer one gets to 
the culture of the school and the professional lives of 
teachers, the more complex and daunting the reform agenda 
becomes. More powerful strategies are needed for more 
powerful changes ..• (p.21). 
Neither centralization nor decentralization has worked in 
achieving educational reforms. The lines of development 
involving individuals, schools, and districts will 
require close collaboration between those inside and 
31 
outside schools. staff developers have a much bigger role 
to play in teacher development than hitherto realized 
(p.23). 
Research on The Principal As 
An Organizational Change Agent 
The concept of the principal as an organizational 
change agent focuses directly on the work done with teachers 
who in return are to develop new skills, methods, or new 
roles (Hord, Rutherford, Austin, & Hall, 1987). Change has 
been documented and is today accepted as a process, not an 
event {Havelock, 1973; Berman & McLaughlin, 1978; Rosenblum 
& Louis, 1981; Fullan, 1982; Hord et. al, 1987). In a 1992 
study of student teachers, Stiegelbauer like Lortie (1975), 
found that the greatest reason for becoming a teacher and 
entering the profession was that vast majority were trying 
to make a difference in the lives of students. With this in 
mind, Fullan (1993), deemed that teachers wanting to improve 
the lives of their students must combine this task with 
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••• the skills of change agentry" in order to bring about 
these improvements they seek (p.12). Principals wishing to 
facilitate change in the teachers that they work with need 
to have a solid understanding of teachers and the teaching 
profession. 
Schools are expected to engage in continuous growth 
making change and seeking ideas that will improve student 
outcomes (Fullan, 1993). Educators need specific tools in 
order to manage change productively (Senge, 1990). Fullan 
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(1993) states: 
Moral purpose keeps teachers close to the needs of 
children and youth: change agentry causes them to develop 
better strategies for accomplishing their moral goals ••• 
I see four core capacities for building greater change 
capacity: personal vision-building, inquiry, mastery, and 
collaboration ... To break this impasse, we need a new 
conception of teacher professionalism that integrates 
moral purpose and change agentry, one that works 
simultaneously on institutional development. One cannot 
wait for the other (p.12). 
First, personal vision building involves asking the 
question of teachers, "Why they came into teaching and what 
difference are they trying to make personally?" (p.12). This 
causes teachers to reexamine those possibly buried feelings. 
This personal vision exists independently of the 
organization or group the teacher happens to be in, however, 
it gives meaning to the work they do. In such a moral 
occupation as teaching, a look at a teachers personal vision 
does involve some risk, but this is the way to avoid the 
surface level groupthink that is so damaging to change. 
Personal vision and personal purpose are the route to 
organizational change (Fullan, 1993). 
Second, inquiry is the teacher's use of personal 
vision in a non-static, almost quest-like fashion. Inquiry 
is needed to form and reform personal vision and personal 
purpose. Fullan states: 
Inquiry means internalizing norms, habits, and techniques 
for continuous learning. For the beginner, learning is 
critical because of its formative timing. Lifelong 
learning is essential because in complex, everchanging 
societies mental maps ... Teachers as change agents are 
career-long learners, without which they would not be 
able to stimulate students to be contiguous learners 
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(p.13). 
Mastery is the third aspect of the teacher as the 
change agent. Mastery is the way people behave, not just 
think. Mastery is needed to form new mind sets and 
accomplish change. Mastery involves strong teacher education 
and staff development programs. With new ideas teachers need 
not only the information about the new idea, they need to 
know how that new idea fits, and they have to have the time 
in which to become skilled in them, not just like them. To 
become effective at change, mastery is essential both in 
relation to specific innovation and personal habit (Fullan, 
1993) . 
Collaboration allows one to learn beyond one's personal 
ceiling and it is the fourth aspect of the teacher as change 
agent. Personal strength and group mastery build upon each 
other and thrive in learning organizations. Collaboration is 
becoming a core component of any organizational change. An 
open-minded attempt to collaborate and grow personally will 
only reinforce the group norm for successful organizational 
change (Fullan, 1993). 
Principals must consider teacher change agentry as a 
change theme. Fullan has outlined four core components of 
teacher moral change agentry. Moral purpose without change 
agentry is change for the sake of change alone. Moral 
purpose in combination with change agentry serves to 
effectively accomplish what needs to be finished and gets 
the " ... right things done" (Pullan, 1993, p.14). 
The Teacher Change Process, Implementation Factors, 
and the Complexity of Change 
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The two most cited models for educational change, 
according to Berlin and Jensen (1989), are Shirely Hord, 
William Rutherford, Leslie Huling-Austin, and Gene Hall's 
(1987) Concern-Based Adoption Model (CBAM) and Michael 
Fullan's (1982) model for the School Improvement Process. 
The CBAM, a model of organizational change that focused on 
the perspective of the individual, was developed in the 
early 1970s in Texas. The CBAM had instills the following 
key assumptions in regards to teacher change: (a) change is 
a process, not an event, (b) change is made by individuals, 
(c) change is a highly personal experience, (d) change 
involves developmental growth in feelings as well as skills 
with respect to an innovation, (e) change is best understood 
in operational terms; and (f) the focus should be on 
individuals, innovations, and the context (Hord et al., 
1987) . 
The first factor offered by Hord et al. (1987), entails 
that change is a process, not an event. Researchers studying 
the change process have come to see the act of change as a 
process occurring over a period of several years. In the 
past many educational reforms have been looked upon as 
single events with a clear beginning and ending. This 
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mistaken outlook has been a down fall of school improvement 
in the past. An understanding of this single factor is a 
must for educational reform. 
Second, change is accomplished by individuals. Change 
no matter how seemingly far removed from the people directly 
involved, has to be assessed as to the scope in which it 
affects them. Without nearly all of those affected taking 
the change to heart, the change will not occur (Hord, et al. 
1987) • 
Third, change is a highly personal experience. People 
are different in many ways and this human factor also 
applies to the educational change process. Each individual 
will see, react and aspire to identify with a change process 
in their own way. Individual adjustments must be taken into 
account in order for change to be effective. Change is most 
successful when it is specifically geared to meet the needs 
of each individual involved. Making sure that the change is 
highly personal allows for the enhancement of that change 
(Hord et al., 1987). 
Fourth, change involves developmental growth. Research 
has shown that change shows growth in both feelings and 
skills. These feelings and skills tend to shift as the 
change process takes place. Having a handle on the changing 
feelings and skills is a valuable tool in the whole process 
of change (Hord et al., 1987). 
Fifth, change is best under stood in operational terms. 
36 
"Teachers, and others, will naturally relate to change or 
improvement in terms of what it will mean to them or how it 
will affect their current classroom practices" (Hord et al., 
1987, p.6). 
Sixth, the focus of facilitation should be on 
individuals, innovation, and the context. Educational change 
is done through the work of the people involved. To lose 
sight of this and only focus on the process itself is to see 
failure in the change sought. Change comes from the people 
who are implementing the change and the change facilitator 
must be innovative in adapting to each individuals needs as 
deemed appropriate. 
The CBAM model sees the change facilitator as the key 
to the success of school improvement. Although the teacher 
is the center of any innovation according to the CBAM model, 
it still understood that there are organizational and social 
pressures that attribute to any innovation as well (Loucks & 
Hall, 1979). Hence, these change facilitators play three 
different roles in bring about teacher change: (a) they play 
the role of the source of the innovation, (b) they play the 
role of the impetus for the innovation; and (c) they play 
the role of the implementation facilitator (Hall & Guzman, 
1984) . 
Change in any, even the smallest of situations, has 
unseen factors that will have to be adjusted for along the 
way. Therefore, the speed at which a wanted change will 
37 
occur is never entrenched (Hord et al., 1987). 
Hord et al., (1987, p.7) addresses two different 
origination points for change. These two starting points for 
change both have their own advantages. The, "bottom-up" 
approach is described as a teacher or teachers originated 
idea that persuaded an entire faculty to make a change and 
has the advantage of a set core of teachers. The "top-down" 
is a change that is started at the administrative level and 
has the advantage of being able to be given the appropriate 
help along the way. Both change types have been documented 
as having the capability to be successful if fostered 
correctly. 
Central to the CBAM approach is the role of the teacher 
in the change process. In the change process the most 
important factor revolves around the people who must 
implement the change. Teachers headed into a new situation 
will have very serious self-centered concerns about the 
innovation and how it will directly affect what they do and 
how they go about doing it. Concerns very from teacher to 
teacher they are the single most important factor in 
determining the implementation of the change. These concerns 
point to the types of assistance the teachers need in order 
to make the change easier (Hord et al., 1987). 
Hall (1979) developed seven separate stages of 
concerns that teachers move through during the change 
process. During the early period of the change teachers 
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experience self-concerns. These self-concerns point to fact 
that the teachers want to now more about the innovation, how 
it is similar or different from what they are already doing, 
when it will begin, what kind of training they will be 
given, who is in charge, and how is the change suppose to 
work. These initial stages are called: stage 1--
informational and stage 2--personal (Hord et al., 1987). 
Next, task concerns, stage 3--management, become more 
prevalent just before a task or change is to begin. The 
problem of time management and organization are of prime 
concern during this stage of change. When teachers begin to 
question the impact of the change and show intense feelings 
they have reached stage 4--consequence. Many teachers will 
never leave the first 4 stages and venture into stage 5--
collaboration, or stage 6--refocusing (Hord et al., 1987). 
Stage 5 and 6 are involved with the collaboration with 
other staff members about the change and staff wanting to 
find even better ways to reach their students through 
refocusing their efforts. Only a few teachers will have 
these types of concerns (Hord et al., 1987). 
Hord et al.,(1987) provided for three ways to assess 
the concerns for teachers. These three ways allowed for the 
teachers to be given the help they need depending upon the 
stage they are at. The first technique for assessing a 
teachers level is face-to-face conversation. An informal 
discussion aimed at getting the teacher to express their 
feelings about the change and then analyze where the 
majority of concerns fit. 
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The second way of determining teacher stages is to 
address groups as opposed to single individuals and involved 
the asking of open-ended statements such as, "When you think 
about , what are you concerned about?" (Hord et al., 
1987, p.33). When analyzing open ended questions two points 
should be kept in mind: first, each sentence should be taken 
separately and second, each concern listed is most likely 
the concern of the greatest meaning to that individual 
(Hord, et al., 1987). 
The third way to develop teacher stages is to 
administer the stages of Concern Questionnaire (SoCQ) (Hall, 
George, & Rutherford, 1979). The SoCQ is a 35 item pencil 
and paper test that takes about 15 minutes to complete. The 
SoCQ is used for group data and has several strengths. The 
SoCQ is an accurate test developed through years of research 
on validity and reliability. It arrives at stages of concern 
with an actual percentage of that concern as compared to the 
other concerns. For each individual, the SoCQ provides an 
individual profile of that persons specific concerns. The 
last strength of the SoCQ is its ability to be used over and 
over as the change process moves along. Stages of concern 
and patterns of concerns are not in themselves any better or 
any worse. Movement through the stages cannot be forced, 
however, with the support the movement can be fostered. 
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These stages of concern are highly influenced by how people 
feel the change process is going, there immediate situation, 
the amount of assistance they have or have not been given, 
and the number of other changes that are also occurring. 
Those who guide the change, change facilitator, need to ways 
to analyze the concerns of the people in the trenches so 
they can allow for the most affective ways to make that 
change come about (Hord et al., 1987). 
Another specific responsibility of the change 
facilitator is to have an understanding of how the 
innovation is being used. The CBAM does this by identifying 
eight distinct Levels of Use. The Levels of Use (LoU) are 
assessed by an interview chart that was developed by Hall et 
al., (1975). The Levels of Use are defined by as follows: 
Level 0--Non-use: State in which there is no involvement 
in any fashion. 
Level !--Orientation: state in which there has been some 
information acquisition. 
Level II--Preparation: state in which there is 
preparation for use. 
Level III--Mechanical Use: State of first use. 
Level IVA--Routine: State of stabilization of use. 
Level IVB--Refinement: State of use to improve outcomes. 
Level V--Integration: State of creative innovation change 
to better outcomes. 
Level VI--Renewal: state of major modifications (Hord et 
al. I 1987 I P• 55) • 
The Lou offers the change facilitator the chance to 
assess where an innovation is in the minds of the staff. One 
can not assume that just because a change has been 
implemented that it will be used. Findings indicate that up 
to 20 percent of a school many not be using the innovation 
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as much as two years after the initial start of a project. 
Once the interview using the chart is complete the change 
facilitator can determine the level at which each individual 
is using the innovation and, thus, plan for the assistance 
to that individual. (Hord et al., 1987). 
The trade facilitator must develop a "game plan" in 
order to best make the change occur. This game plan provides 
the leader with a working blueprint during the change 
process. Along with this basic outline of the change 
procedure, there must also be a an innovation-specific 
"checklist" The checklist will allow for the monitoring of 
the program along with the continued communication of its 
components (Hord et al., 1987, p.79). 
The components of a checklist to support change should 
include the developing of supportive organizational 
arrangements, including everything from planning and 
staffing to providing space and proper equipment. The 
checklist should provide for training of staff by increasing 
the knowledge base, attending workshops, and observing. 
There should be a place for consul-consultation and 
reinforcement including: one-to-one, small groups, coaching, 
sharing, and practical assistance. The checklist should 
maintain a system for: monitoring, gathering, collecting, 
interpreting, analyzing, reporting, and providing feedback 
during the change process. There must be an external 
communication describing the innovations to others and 
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provide a public relations component. The last part of the 
checklist is that of dissemination which involves the 
presenting, marketing, and encouraging the process of change 
(Hord et al., 1987). 
The CBAM model for change provides for the 
introduction, implementation, and monitoring of the change 
process. Another model of change was created by Pullan 
(1982) to address a school improvement process from an 
organizational perspective. 
Pullan (1982) sees change in a three step arena: Phase 
I--Mobilization, Phase II--Implementation, and Phase III--
Continuation. Change is developed by a source and then moves 
into a direction toward use which may or may not lead to 
accomplishment. The change process described by Pullan may 
move either forward or backward through the three phases and 
there are many factors operating at each phase. 
The time element for a change to take place runs from 
three to five years. He comments that the single most 
important aspect in the entire change procedure is that 
change is a process not an event (Pullan, 1982). 
There are many factors that affect educational change 
at each level of the process. There are ten factors that 
affect the adoption phase and influence change based on 
their absence, presence, influence, or their acceptance or 
rejection (Pullan, 1982). 
The first factor is simply what innovations are 
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available for consideration. The quality of a given 
innovation, its clarity, and its social significance can all 
play a part in the adoption of a given change. The second 
factor is access to information. Those districts that are 
able to spend the money to send their administrators out or 
bring experts in are at a clear advantage. Common sense 
seems to prevail, however, the ease of the school 
transportation, proximity, and location are all interwoven 
and do effect the adoption phase. Third, the adoption will 
only occur with the advocacy of one of the central 
administrators, their staff, and in especially with school 
support or mandate. Fourth, teacher advocacy can play a role 
in the adoption of a school change. Teachers will develop a 
change that is clear in method, practical, and with district 
and outside help. The fifth factor, linking agents, refers 
to this individuals who are able to clarify an adoption to 
the staff undertaking the change. Sixth, the community of 
the school also plays an important role in the change 
process. Communities may do one of three things to a change 
effort: (1) apply pressure to something about a problem, (2) 
oppose the prospective change, or (3) do nothing. The 
seventh factor that affects the adoption phase is the 
availability of monies from outside forces. For obvious 
reasons, the amount of money available is a serious 
consideration in the procedure of change. Eighth, 
Legislative mandates are yet another factor that can 
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influence the adoption phase. State and federal lobby groups 
and reform-minded policy-makers make many educational 
reforms possible and these policies are often adopted by the 
school districts in a general formate and they are left to 
specify the policy or legislation. Fullan's ninth factor 
affecting the adoption phase, may stimulate the tenth. Each 
district has a philosophy as to how and why it makes the 
changes it does. Research seems to point to districts either 
being in a, "problem-solving or an opportunistic 
orientation" (p.50). Districts operate in a realm of safety, 
avoiding taking any real risk of throwing the system off in 
any way. This tenth factor, bureaucratic orientation, tends 
to see changes that improve the districts situation or how 
the district is viewed, always remaining safe and almost, 
"vague" (p.50). Fullan (1982) states: 
We have some kind inkling that-depending on the source, 
the process followed, and the combination of contextual 
conditions in the situation-what happens after adoption 
will be all over the map (p.53). 
Change is a learning experience for adults as well as 
for the children it is so often intended. During the 
implementation phase there are four major factors that are 
influenced by 15 smaller factors strewn in separate 
categories (Fullan, 1982). 
The four major aspects in relation to the 
implementation phase are: characteristics of the change, 
characteristics at the district level, characteristics at 
the school level, and characteristics external to the local 
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school (Fullan, 1982). 
There are four characteristics that develop the nature 
of change. The first is the need. When the school has 
identified a need and has demonstrated a readiness to change 
this is when a change begins to root. Second, even when 
there is agreement about what change, how things such as 
goals and means are stated is a major problem in the change 
process. Fullan calls this aspect the issue of clarity. The 
complexity of the change is the third part of the change 
itself and this solely depends on the nature of what it is 
that you are trying to change and in combination with where 
the people making the change are at when the change begins. 
The forth and final factor that deals with the nature of 
change, is that of quality and practicality of the program. 
Without a sound change of some merit and investment, all 
will fail. Fullan (1982) states: 
In summary, the lack of a demonstrable need for change, 
the lack of a clear practical picture of the discrepancy 
between current practice and what is proposed, and the 
lack of adequately developed and good-quality practical 
materials constitutes one major set of barriers to 
implementation (p.62). 
The influences at the school district level number six. 
First, the district's past history is based on their past 
change record. The more success a district has had the more 
willing they are to try more and more creative innovations. 
When change becomes a source of frustration over time, the 
process slows and stops--a seemingly natural progression 
(Fullan, 1982). 
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Second, the adoption of the change process based on a 
district's own orientation is two-fold in nature: (1) a 
limited implementation usually haunts the district and (2) 
participation in the adoption process does not mean anything 
will ever be done. Fullan's (1982) solution is to allow 
everyone to participate in the planning process to the 
degree that a problem-solving approach at the adoption phase 
is combined with planning at the implementation phase. 
Third, the amount of support given to the change 
process by the district administration is the another factor 
influencing change. Although individual teachers can bring 
about change, change throughout the district will not occur 
without that district support. The administrators in charge 
set the tone for any type of innovation and its 
implementation rides upon their ability to foster the 
conditions for that change (Fullan, 1982) . 
The fourth factor Fullan (1982) describes deals with 
the staff development and participation. Certainly the staff 
must have an understanding of the change to be implemented, 
however, Fullan cautions that when it comes to staff 
training, "more is less" (p.66). The premise here is that 
staff development programs must be carefully administered to 
foster the intended outcomes. The research states that a 
trained staff does not mean that the change will or must 
occur. Fullan suggests that a combination of appropriately 
placed staff development projects along with teachers 
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learning from teachers during the most crucial initial 
stages of implementation will in effect help to bring about 
the wanted change. 
Fullan's (1982) fifth fact is described as the most 
neglected--time-lines. Fullan states: 
A time-line is needed which is neither unrealistically 
short nor casually long. The timing of events must be 
guided by an understanding of the process of 
implementation and by a plan for addressing the 
factors .•. (p.69). 
Sixth, the role of the board, is demonstrated by these 
three points: (1) most communities are not involved; (2) in 
some changes they will become involved; and (3) neither 
highly stable nor highly unstable districts are a 
predictable variable for change (Fullan, 1992). 
There are three interpersonal factors that influence 
how change will be percieved in a school. The first is the 
role of the principal. The role of the principal is a type 
of "catch-22" in the fact that the principal is the major 
determining person influencing the change process, however, 
research indicates that the principal rarely plays that 
role. The second interpersonal factor influencing school 
change is that of teacher-teacher relationships. The more 
able a staff is to work as a unit in the interaction of a 
social-learning situation, the more likely they are to 
change. The last factor that affects school change are the 
teacher characteristics and orientations. The research here 
is a mixed bag pointing to the two most studied variables of 
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teacher education and number of years of teaching 
experience. Nothing, according to Fullan (1982), shows 
anything but that the results vary. 
The factors affecting continuation are very similar to 
those that affect the implementation phase both in scope and 
depth. A lack of funding, a lack of interest of funding, a 
lack in ability to fund, inappropriate support for staff, 
lacking of support for staff and/or poor staff development 
may all lead to the demise of an innovation. Also, the role 
of the principal or central off ice can affect a program to a 
great degree. In fact, the central determining factor in the 
continuation of change is the amount of staff turnover at 
the administrative level. In context of the society at large 
are governmental agencies and external assistance. Fullan 
(1982) sums these factors clearly: 
To conclude the discussion of external factors, major 
educational reform is not likely, but some success is 
achievable. The multiplicity of the post-adoption 
decisions after educational legislation or new policy 
involves several layers of agencies. That success is 
achieved in many instances is a reflection that some 
people 'out there' know what they are doing. Sharing and 
developing this knowledge should be a major goal of those 
interested in educational change (p.75). 
Fullan (1982) states that the most discouraging factor 
in the change process is that it is, 11 ••• not linear and is 
never ending" (p.77). The fifteen factors that Fullan 
describes occur at the same time and must be dealt with at 
the same time. These factors are neither predictable or 
systematic and thus present the problem of a, "balancing 
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act" (p.77). Fullan descibes this "balancing act" below: 
The 'solution' to the management of educational change is 
straight forward. All we need to do in any situation is 
to take the fifteen factors described •.. , change them in 
a positive direction, and then orchestrate them so that 
they work smoothly together. The mind may be excused for 
boggling (p.80). 
In 1982 Micheal Fullan recognized that changes in 
teacher perceptions as far as their attitudes and beliefs 
seem to follow change rather than precede change. In 1986, 
Thomas Guskey proposed a model of change based on staff 
development that states a basic premise aimed at student 
outcome. As a new innovation enhanced student performance, 
the more likely were teachers of those students to 
internalize that innovation. If little student progress is 
demonstrated, the possibility for prolonged teacher change 
is not likely to happen. This research supports Fullan's 
1982 work and implies that teachers ability to learn and 
take ownership of an innovation rests directly on the 
outcome based results of their students (Guskey, 1986). 
Guskey drew three conclusions that oversaw his model of 
staff development: (a) change is a gradual and difficult 
process for teachers; (b) teachers must receive regular 
feedback on student learning progress; and (c) teachers need 
continued support and follow-up after the initial training. 
Using a coaching model, Joyce and Showers (1980), 
identified five elements of successful teacher change: 
theory, demonstration, practice, feedback, and coaching. 
Also identified were five major functions of coaching: 
50 
provision of companionship, provision of technical feedback, 
analysis of application, adoption to students, and 
facilitation. The authors commented that they felt that 
although the role of coach may be preformed by a supervisor, 
the best coaches are other teachers. This was due to their 
closeness, allowing for an excellent opportunity to coach 
and bring about teacher change (Joyce and Showers, 1980). 
The Role Of Principal As A Change Facilitator 
The six identified game plan components (GPC) developed 
by Hord et al. (1987) included the following: 
GPC 1: Developing supportive organizational arrangements 
GPC 2: Training 
GPC 3: Consulting and reinforcement 
GPC 4: Monitoring 
GPC 5: External Communication 
GPC 6: Dissemination 
Hord et al. (1987) described the principal as the gate 
keeper of change and the key person in the innovation 
process. School performance is tied to competent 
administration, effective supervision, and dynamic 
management. These administrators believe that if they give 
their primary attention to staffs instead of structures 
there will be a greater chance of school instructional 
improvement (Mitchell & Tucker, 1992). Staff development 
activities in which staffs have a great amount of 
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participation significantly increase their chance of 
developing lasting change (Wood, Thompson, & Russell, 1981). 
In order to bring about the lasting changes sought by 
schools wishing to improve student outcomes, Sergiovanni 
(1990) outlined four leadership stages to best facilitate 
school improvement. Principals use sequentially developed 
stages of leadership for school improvement which include 
the following: 
Leadership by Bartering: Leader and led strike a bargain 
within which leader gives to led something they want in 
exchange for something the leader wants. 
Leadership by Building: Leader provides the climate and 
interpersonal support that enhances leds' opportunities 
for fulfillment of needs forachievement, responsibility, 
competence, and esteem. 
Leadership by Bonding: Leader and the led develop a set 
of shared values and commitments that bond them together 
in a common cause. 
Leadership by Banking: Leader "banks the fire" by 
institutionalizing improvement gains into the everyday 
life of the school (p.23) 
Of the four roles to be played by the principal, leadership 
by bonding is the cornerstone of an effective school 
improvement effort. It allows for that extra outstanding 
effort that is so needed to accomplish school reform and it 
"helps people move from being subordinates to being 
followers" (p.27). 
Kenneth A. Leithwood (1990) outlined the principal's 
role in teacher development in terms of classroom, school, 
and district improvement. The following four guidelines 
stressed the importance of the role of the principal in 
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teacher development for continuous educational improvement: 
Guideline 1: Treat the Teacher as a Whole Person 
Guideline 2: Establish a School Culture Based on Norms of 
Technical Collaboration and Professional Inquiry 
Guideline 3: Carefully Diagnose the Starting Points for 
Teacher Development 
Guideline 4: Recast Routine Administrative Activities 
Into Powerful Teacher Development Strategies 
Douglas E. Mitchell and Sharon Tucker (1992) describe 
the place of the principal in relation to their role and 
culture of the school as an intersection defining 
supervision, administration, management, and leadership 
styles. When schools are well established and their cultural 
role is settled, supervision and administration are the 
dominant processes. When confidence is lost and new 
frontiers are being crossed, dynamic management and 
aggressive leadership are required. School improvement 
responds to the changing beliefs about the basic work 
operations and the underlying cultural dimensions. 
Mitchell and Tucker (1992) detail the four roles in the 
following manner: 
Supervision. Educators who see the school as a stable, 
broadly supported social institution and who think about 
interpersonal influence in transactional, incentive-based 
ways, will give primary emphasis to supervision in 
defining their own role. 
Administration. Educators who feel that their control 
over meaningful incentives, or simply believe that school 
effectiveness rests more on the attitudes of teachers and 
students than on the implementation of specific programs, 
will adopt an administration approach to influencing 
school performance. 
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Management. When educators sense that board social 
support for education no longer available, when change is 
more important than implementation of established 
programs, it makes sense to shift from supervision to 
management. 
Leadership. Where weakened social and cultural support 
for the schools is accomplished by a belief that high 
performance depends on transforming student and teacher 
attitudes and beliefs, leadership becomes the dominant 
theme in school improvement (pp.33-34). 
Rosenblum and Louis (1981) commented that 
implementation demonstrated two vectors or aspects of 
educational change. The first vector referred to the 
educational system in which the change was taking place and 
the second vector referred to nature of the implementation. 
These two dimensions of organizational change were " ..• the 
quantity of change and the quality of change" (p.63). 
Inclusion Defined 
This new impetus to change is a movement to bring 
special needs students back into the regular classroom. Its 
purpose is to provide the most appropriate education for all 
students. In the 1992 March-April issue of the Illinois 
School Board Journal, c. Robert Leininger, State 
Superintendent of Education, defines this reform in these 
terms: 
Kids are kids, and kids should be with other kids! They 
should have opportunities in their home schools and home 
communities. That includes youngsters with disabilities. 
(p.5) 
54 
The push to reintegrate special students in the regular 
population has been called many different things--
mainstreaming, least restrictive environment, education for 
all, neighborhood schools, full inclusion, totally inclusive 
schools, heterogenous schools, and integration. 
Three basic terms define the movement to bring special 
education students back into the regular classroom. First, 
"least restrictive environment" (LRE) refers to the legal 
mandate that all states must provide appropriate 
instructional services based on each child's needs as close 
to the child's home as possible. Second, "inclusion", is not 
a federal mandate or state mandate, but rather a "state-of-
the-art" term for a fully integrated school. Inclusion means 
that students with disabilities of all levels of severity 
are included in the regular education classroom of their 
home schools for their full day. And third, the "Regular 
Education Initiative" (REI) is a push from the Illinois 
State Board of Education which encourages special education 
staff and standard curriculum people to work together to 
provide the best education possible for all students. 
According to Michael Fullan (1982), in his often cited 
book The Meaning of Educational Change, schooling has two 
main objectives: to educate students in the cognitive skills 
and to educate students in the art of social-development. 
Fullan goes on to state that change is the opportunity for 
schools to accomplish their goals more effectively by 
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replacing their practices with innovative ideas. 
Shirely Hord, William Rutherford, Leslie Hurling-
Austin, and Gene Hall (1987) addressed educational reform in 
their book, Taking Charge of Change. They commented that for 
the most part educational reform has been ineffective and 
shortsighted in both intent and implementation. As Hord (et 
al. (1987) stated: 
One has only to search obscure storage closets or 
bookrooms in schools or to talk with those who have been 
involved with education and its improvements over a 
period of time to understand the frustrations involved in 
changing the status quo. Innovations involved with 
instruction strategies and curriculum have usually 
failed. Remember the promises held by many for open 
classrooms, team teaching, educational television, new 
math, and inquiry-oriented science? (p.i) 
According to Sarason (1990),author of the book The 
Predictable Failure Of Educational Reform. in the history of 
educational reform, only two changes have seen lasting 
success. First, the rise to power of teacher unions was 
based on the premise that union concerns were aimed at basic 
teacher needs and not board policy issues. It was this focus 
that dramatically helped the unions take hold. The second 
change which also fostered success was Public Law 94-142 of 
1975. This Act saw power in its civil rights aspect giving 
parents a say in educational issues for handicapped 
students. 
In looking at the current educational panorama, one 
innovation that is presently being introduced is to bring 
special education students back into the day-to-day 
functioning of the normal classroom. In the article, 
"Changing Teachers", authors Kathleen Jensen and Barney 
Berlin (1990) stated: 
The State Superintendent and State Board of Education 
remain committed to the Regular Education Initiative. 
More can and should be done to involve handicapped 
students in mainstreamed classes and activities. 
Although not every child can be served in the regular 
education classroom, housing special education students 
in the same facility as regular education students 
provides maximum integration. It is not the State's 
intention to eliminate all private facilities. Some 
handicapped students require special facilities. It is, 
however, the intention to eliminate as much segregation 
of special education students as possible (p.46). 
The Regular Educational Initiative (REI) reform, or 
inclusion movement, is another major institutional effort 
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aimed at providing the most appropriate education available 
to a student, both in the cognitive realm and in the area of 
socialization. It is another attempt to install a new 
program for an old, in the hopes that it will be more 
effective and progressive. However, what will prevent this 
change, so large and dynamic in nature, from just ending as 
another failed and forgotten attempt? 
The History of Inclusion 
The REI, a term coined by Madeline Will (head of the 
Department of Special Education and Rehabilitation services 
in Washington D.C.) in her 1986 report to the Secretary of 
Education, is a movement to merge general and special 
education in order to serve students with disabilities in a 
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more efficient and effective manner. The concept of serving 
children in the least restrictive environment was put into 
reality with the passage of the Education of All Handicapped 
Children Act of 1975 (PL 94-142) and its new 1990 amended 
version, Individuals with Disabilities Education Act (IDEA) 
(PL 101-476). 
Elliott Lessen (1992) in defining "inclusion" in his 
article, "The Regular Education Initiative", states that the 
"least restrictive environment" continues to be a point of 
debate among educators as to its exact meaning. Looking at a 
continuum of services in educational settings, the average 
classroom appears to be what is considered a least 
restrictive environment. The confusion surrounding REI is 
noted in the following quotation from Lessen's (1992) 
article: 
The concept of REI, associated with such terms as 
mainstreaming, integration, and inclusion, have been 
analyzed and argued with regard to such aspects as 
philosophy, impact on students with and without 
disabilities, resources, quality of services, and impact 
on the field of education. While there have been no 
definitive resolutions to these issues, and while 
proponents and opponents continue to debate their merits, 
programs have begun to be collected with regard to REI 
and its inherent issues (p.13). 
Inclusion found its beginning in the mainstreaming 
movement in the mid-1970's. Kaufman, Gottlieb, Agard & Kukic 
(1975) cite that research had failed to indicate that 
separation of special students from regular students was of 
any significant advantage to special students. In 1975, 
Suran and Rizzo found that educators focused their 
mainstreaming efforts in a way: 
That whenever possible, special children will now be 
placed in the regular classroom--the mainstream of 
education--for at least a portion of the day, with the 
addition of whatever services are needed to make the 
placement a productive one for the child (p.467). 
This mainstreaming approach was based upon finding the 
"least restrictive environment" appropriate for each 
student. 
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According to Kaufman (1975), court cases had found that 
mainstreaming was preferable to a more restrictive 
placement. Hayes and Higgins (1978) stated that special 
children need to be included in a variety of programs 
available to "non-special" or "normal" children. There 
appeared to be a lesser need for labeling, and many parents 
did not want their child isolated (Mercer & Mercer, 1981). 
Mercer and Mercer also found that interaction between 
regular and special students was beneficial to both. A 
continued push for integration has given rise to a new era 
of acceptance and toleration of individual differences 
(Reynolds & Birch, 1982). Society appears to be headed 
toward a merging of special and regular education (Gartner & 
Lipsky, 1987) . 
Susan and William Stainback (1989) observe that it 
appears American public education is moving toward 
integrated schools which include all students in the regular 
program. Stainback and Stainback stated that this reform 
based move has been seen in the last few decades with, 
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" ... concepts such as deinstitutionalization, normalizing, 
integration, mainstreaming, zero rejection, delabeling, and 
merger" (p.41). Education is at the point where the 
comprehensive integration of both regular and special 
education students will foster meeting all students' needs 
in the same environment. There are a significant number of 
changes happening that are taking educators into a new 
arena--bringing education closer and closer to that of an 
"all education" or a school system that includes all 
students regardless of their disabilities (Stainback & 
Stainback, 1989). 
Presently, educational trends seem to favoring the 
possibilities of the education of special students in the 
regular school setting by increasing what this regular 
setting can do to meet the unique needs of all its students 
(Stainback & Stainback, 1989). The Department of Special 
Education and Rehabilitation Services in Washington D.C. 
recently challenged states to provide the best possible 
education for students in the form of partnerships between 
the regular and special educators (Will, 1986). This REI 
reform movement has many implications for the regular school 
setting. 
The inclusion movement has gained momentum for three 
basic reasons. The first is that students can learn, adapt 
and grow under proper leadership in integrated settings. 
Another more powerful reason is in the ill effects of 
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segregation of the special student. The third reason for the 
wanted integration is that it is simply the moral thing to 
do. our society was founded on each individual's right to be 
free and to have the same opportunities that others receive 
without question as to race, color, creed, or disability. 
This dual system of regular and special education needs to 
be pulled together to service all children (Stainback, 
Stainback & Bunch, 1989). 
The rationale for the inclusion movement is based on 
three basic premises. The first is that the instructional 
needs of the special student do not differ from that of the 
of the regular student. Second, the mandating of a dual 
special and regular system is not effective. And the third, 
that separation imposes an unfair attitude toward special 
education students from teachers, parents, and regular 
students which is inherently wrong and morally incorrect 
(Stainback & Stainback, 1989). 
Inclusion is not a mandate, but a concept which has two 
foci: (1) students with learning problems in the regular 
classroom will not be automatically ref erred to special 
education for placement and (2) students with handicapping 
conditions will not automatically be taken out of one 
environment and placed in another. 
Inclusion is an attempt to provide children with the 
opportunity to be educated in the least restrictive setting 
and for those children to receive the total education that 
other children do (Department of Special Education 
Administrative Bulletin, 1990). 
Illinois Inclusion Efforts 
In Illinois, inclusion has been outlined by the 
Department of Special Education (1990) in the following 
terms: 
1. The goal of education is to enable all students to 
become productive adult citizens. 
2. Students are most likely to achieve this goal by 
working with their peers. 
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3. Each student needs to be programmed for in their own 
ways to meet their own specific needs. 
4. In personalized instruction both the social and 
behavioral needs of the student need to be met as well as 
the academic. 
5. No single group of professionals can be responsible 
for the needs of all students. 
6. Professional collaboration will foster better 
student outcomes. 
7. When schools function appropriately, expectations 
are clear and communication concise as to celebrate 
individual differences not tolerate nor diminish. 
In the normal school situation no true allowances are 
presently in place to handle the varied needs of the special 
student. School adaptations will certainly need to be 
62 
implemented and a type of restructuring will follow 
(Stainback & Stainback, 1989). However, research has shown 
that all students are special (Lipsky & Gartner, 1987). Many 
aspects of the present school situation need to be used to 
meet the needs of all the students. This should help in 
"making the mainstream of regular education more responsive 
to the instructional needs of all students" (Stainback & 
Stainback, 1989, p.47). As Goodlad (1984) noted: 
After all, the learning we do outside schools--where we 
spend the bulk of our lives--is not organized by years or 
grade level. The criterion of worth becomes possession of 
the requisite knowledge and skills, not grades completed 
and marks attained in schools (p.331). 
Inclusion is a call for special and regular educators 
to develop school settings based on what is appropriate for 
each student. There are many educational alternatives that 
address the individual differences of student needs in terms 
of readiness to learn a task, the rate they master the 
task, and the progression through the task. These different 
innovations show a need for more communication between 
special and regular educators (Stainback & Stainback, 1989). 
Besides a change in school structure, there are several 
other areas that inclusion will affect. Most significantly 
affected will be the roles of special education teachers. No 
longer will they be able to remain in their isolated 
classrooms, but in fact, will be working side-by-side in the 
regular classroom directly with the regular classroom 
teacher. Instructional practices will have to be flexible 
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and adaptable in many unique situations. This new 
integration will foster a new collaboration between special 
and regular educators as they program for students. 
Stainback and Stainback (1989) summarize this change in the 
following manner: 
In short, if regular education is to be strengthened to 
accommodate a wide diversity of students, it will be 
important to modify the way in which students are 
evaluated and grades are reported. If educators adhere to 
a norm referenced approach to setting standards and 
evaluating progress, there will be students for whom the 
standards are either too high or too low. Inevitably, 
failure will result for some students while others will 
not be challenged, and there will be calls to establish 
special programs for these students (p.47). 
currently in Illinois, the State Board of Education (in 
January of 1993) received a position paper on inclusion 
drafted by its Department of Special Education. Influenced 
by a report published by the National Association of State 
Boards of Education (NASBE) titled, "Winners All: A Call for 
Inclusive Schooling," October, 1992, this position paper 
detailed the following possibilities: 
1. The State Board is planning to use federal 
discretionary monies it receives for special education 
programming to launch a public relations campaign to sell 
inclusion. 
2. The State Board is going to sever the funding of 
special education programs from the placement of special 
education students. 
3. The State Board is going to remove the barriers by 
removing various regulatory, statutory, and administrative 
mandates. 
4. The State Board is going to modify the report from 
1980 on Placing Handicapped Students in the Least 
Restrictive Environment. 
5. The State Board is going to certify regular teachers 
as special educators to help integrate special students, and 
not certify teachers in special education only in the 
future. 
6. The State Board is going to relax the emphasis in 
requirements of services and support systems that go with 
students when integrated into the regular classroom. 
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7. The State Board is going to eliminate the need for a 
full continuum of services to just stating a continuum will 
be provided. 
At that time, the State Board of Education engaged in a 
discussion with parents and educators who support the 
concept of including special needs students in their home 
class and school. 
At the March 1993 Illinois Planning and Policy 
Committee meeting, another group of parents and education 
professors engaged in a seminar-type discussion of the 
various issues and concerns related to the concept of 
inclusion. The Committee was then asked to take action on 
the following proposed position statement: 
The Illinois State Board of Education believes that 
children belong together, regardless of ability or 
disability. To separate children out from their peers for 
any reason is inappropriate, unless it is individually 
advantageous for that student the delivery of appropriate 
instruction. 
The State is set for adulthood during a child's formative 
years--by being together in natural environments in their 
school years--to learn, to grow, to model appropriate 
behaviors, to improve language and communication 
skills,to form friendships and learn community values, 
and to plan the future together. Children with 
disabilities must also have available to them 
comprehensive specialized instruction and related 
services as outlined in their Individualized Education 
Program. It is the belief of the Illinois State Board of 
Education that the delivery of those services should be 
in the school and class the child would attend if not 
identified as disabled. Removal from that school 
environment would occur only when individual student 
needs are such that the child's educational needs cannot 
be met with the use of supplementary aids and services. 
From the landmark passing of PL 94-142, through the 
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development of special programming, to mainstreaming, and 
now with inclusion, educators have tried to appropriately 
place and educate those special students who do not fall 
into the norms of society. As yet another educational reform 
unfolds, educators must be aware of what variables cause 
reform to fail and which variables have shown reform to 
succeed. 
Selection Of A Theoretical Framework For This Study 
A consistent theme runs through this research and 
defines the characteristics of the principal as a 
transformational leader, staff developer, and a change 
facilitator. 
The following four factors have been identified from 
the research studies as characteristics of the behaviors of 
the principal as a transformational leader (Grimmett, 
Rostad, & Ford, 1992; Roberts, 1985; Fullan, 1992; Sagar, 





4. Problem Solver 
The research has shown that the following four factors 
as characteristics of the behaviors of the principal in 
using staff development in school improvement (Joyce, 1990; 
Little, 1990; Hardgraves, 1990; Fayee, 1991; Fullan, 1990; 
and Fullan, Rolheiser- Bennet, & Bennet, 1990): 
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1. Collegiality Builder 
2. Collaborative Culture Worker 
3. Modeler 
4. School Improver 
The research has also shown four factors as 
characteristics of the principal as a change facilitator 





Definition of Terms 
This study used fifteen terms repeatedly to focus the 
study and clarify the findings. Definitions for these terms 
are as follows: 
1. Transformational Leadership--the principal focuses 
efforts on teacher development by empowering teachers, 
creating a unified school vision, promoting individual 
responsibility, and solving problems (Grimmett, Rostad, & 
Ford, 1992). 
1.1 Empowerer--the principal gives optimistic energy to 
those who participate in the process of change (Roberts, 
1985). 
1.2 Visionary--the principal develops a clear and 
unified focus and a common perspective with a constant push 
for improvement (Fullan, 1992; Sager, 1992). 
1.3 Promotor--the principal gives power and 
responsibility to teachers in defining school improvement 
goals for groups and individuals (Deal & Peterson, 1990; 
Leithwood, 1991; Jantz, 1992). 
1.4 Problem Solver--the principal is involved visibly 
in the day-to-day activities of the school (Sager, 1992). 
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2. Staff Development--the principal seeks school 
improvement through the use of a human resource development 
system icluding: collegiality building, collaborative 
culture working, modeling, and new innovation (Joyce, 1990). 
2.1 Collegiality Builder--the principal creates a 
collective conception of autonomous support for teachers 
initiative and leadership with regard to personal practice 
and group affiliations grounded in professional work 
{Little, 1990). 
2.2 Collaborative culture Worker--the principal builds 
a base of personal relationship upon collegiality and 
mutuality in pursuing school improvement (Little, 1990; 
Hardgraves; 1990). 
2.3 Modeler--the principal lives the values of the 
school in an observable fashion on a daily basis (Fayhee, 
1991). 
2.4 School Improver--the principal develops the 
capability to use staff development as a powerful strategy 
to make complex changes (Pullan, 1990; Pullan, Rolheiser-
Bennet, & Bennet, 1990). 
3. Change Pacilitator--the principal works as a 
trainer, developer, buffer, and monitor of teachers who are 
expected to change (grow) (Hord et al., 1987). 
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3.1 Trainer--the principal arranges for teacher 
training on an on-going basis in order to enable teachers to 
grow and to continue developing new skills (Fayhee,1991: 
Hord, et al., 1987). 
3.2 Developer--the principal acquires the resources, 
plans for and manages the process necessary to implement and 
support changes on an on-going basis (Fayhee,1991;, Hord, et 
al., 1987). 
3.3 Buffer--the principal sees to it that an innovation 
is given time to work before other changes are introduced 
(Fayhee, 1991; Hord, et al., 1987). 
3.4 Monitor--the principal seeks data to help assess 
progress in implementing a change (Fayhee, 1991; Hord, et 
al., 1987). 
In combining the research findings in the areas of the 
principal as a transformational leader, staff developer, and 
change facilitator, this study seeks to use this new 
configuration of characteristics to explore the behaviors of 
three effective practicing principals in regard to a single 
implementation. This study is significant because of its 
relationship to the practice and training of elementary 
principals in terms of their mandate to improve instruction. 
More specifically, this study holds importance for those 
principals in the field who are or who will attempt change. 
The results of this study may help principals as they 
undertake the task of educational change in light of their 
69 
duty to improve the educational system for all children. 
This study hopes that the individual responses to the 
interviews and surveys will aid in shaping future direction 
for those principals making change. This idea will be 
examined in Chapter v. The detailed analysis of the 
interviews and observation notes are described in Chapter 




The major purpose of this study is intended to describe 
and analyze how three effective principals in DuPage County, 
Illinois improve their schools with the implementation of 
inclusion. Specifically, what did these principals do to 
function as transformational leaders in the staff 
development process and how they supported this change to 
allow for its continuation and growth. These "how" and "why" 
questions were aimed at a contemporary set of events, over 
which the investigator had little or no control (Yin, 1989). 
When searching for an appropriate methodology, Yin 
(1989) set three conditions as constants in determining 
which strategy of researching is more advantageous: (a) the 
type of research question posed, (b) the extent of control 
an investigator has over actual behavioral events, and (c) 
the degree of focus on contemporary as opposed to historical 
events. Yin saw the research design or action plan as a way 
to move through the study and arrive at the intended result. 
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This includes which data should be collected; and how the 
data should be analyzed and the results presented (Yin, 
1989). 
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When "how" and "why" questions are asked, the focus is 
on contemporary events, and the researcher has little 
control over behavioral events, a case study approach is the 
design of choice. Case studies have a strength in bringing a 
full variety of evidence into studies where the situation 
was not easily separated from its context. In the past there 
has been a trend to lesson the value of the case study 
approach, however, in situations were a naturalistic 
approach is required and due to the interest in the actual 
day-to-day workings of an innovation, the case study 
approach seems appropriate (Yin, 1989). 
As the study's focus emerged and the research questions 
formed, the selection of the methodology became a concern. 
Experimental designs were ruled out due to the lack of 
behavioral control in this research setting. The 
contemporary nature of the design did not lend itself to a 
historical design. However, the case study with its multiple 
sources of data, seemed to be the best approach for 
understanding the principal's role in using staff 
development to implement a change to inclusion. The case 
study was defined by Yin (1989) as follows: 
A case study is an empirical inquiry that: 
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- investigates a contemporary phenomenon within its real 
life context: when 
- the boundaries between phenomenon and context are not 
clearly evident; and in which 
- multiple sources of evidence are used (p.23). 
Rationale For Using Replication Logic 
Yin (1989) stated the following rationale for 
replication logic: 
The replication logic is analogous to that used in 
multiple experiments. Thus, if one has access to only 
three cases of a rare, clinical syndrome in psychology or 
medical science, the appropriate research design is one 
in which the same results are predicted for each of the 
three cases, thereby producing evidence that the three 
cases did indeed involve the same syndrome. If similar 
results are obtained from all three cases, replication is 
said to have taken place (p.53). 
In this study, which tries to explain and understand the 
leadership styles across settings in applying the change 
research to inclusion, a comparative or multi-case approach 
design was selected. This offered less explanation via 
chance due to the replication logic. Thus, in this multi-
case approach, similarities may be predictable given this 
theoretical outline. And, the smaller pool of persons would 
be assumed to carry over similarities to the larger 
population if data had been collected from them via sampling 
logic. Also, the studies format did not seem to fit the 
criteria Yin (1989) set for a single case design, in which 
the single case was a critical case, an extreme case, or 
unique case which was previously inaccessible. 
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Yin (1989) breaks the multiple-case study replication 
into several specific steps. The first step entails the 
development of a theory followed by the definition of 
specific measures which were of equal importance in the 
study's design and the data collection procedure. Then each 
individual case study was really its own entire experiment, 
whereas, details about conclusions were drawn and used by 
the other case studies as conditions needing to be 
replicated by the other individual case studies. Each case 
should then be summarized and compared to the other cases in 
a across case report. This report across cases should 
indicate the extent of the replication logic and why certain 
cases were predicted to have the results that they did 
achieve. 
Rationale For Using Multiple Sources Of Evidence 
Using multiple sources of data is a major strength of 
the case-study approach. In using many sources of data, the 
case study far exceeds other research methods, such as 
experiments, surveys, or histories. Experiments do not 
include systematic use of survey or verbal information and 
are generally limited to the measurement and recording of 
actual behavior. Surveys tend to be the opposite, 
pinpointing verbal information and not measuring the actual 
behavior. And, histories are limited to events that have 
once already taken place and are not available for direct 
analysis, unlike contemporary sources of evidence such as 
interviews or direct observation (Yin, 1989). 
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Using multiple sources of information allows for an 
investigator to open a larger range of historical, 
attitudinal, and observable issues. The process of 
triangulation, is however, the most important advantage 
afforded the case study researcher. Triangulation allows for 
the converging lines of the data to be matched in an attempt 
to validate any findings. Using a "corroboratory" mode, the 
use of multiple sources of evidence allowed for conclusions 
to be drawn of a much more convincing and accurate nature 
based on several different sources {Yin, 1989, p.97). 
Data Sources 
This study relied on six sources of data sources for 
the case study: archival records, structured subject 
interviews, key informant interviews, direct observation, 
documentation, and surveys (Yin, 1988). The survey was 
developed from basic quantitative methodology. 
Qualitative sources 
Archival records that were part of the data collection 
process included all materials relevant to the inclusion 
including: current test scores, parent survey information, 
budget records, and student achievement data. 
Structured interviews of the three principals were 
given via a set of specific questions asked to each 
principal. 
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Key informant interviews were conducted with 
volunteering teachers whose classrooms were involved in the 
inclusion process. 
Direct observation of inclusion classrooms, teachers, 
and students were conducted in each setting providing 
another source of evidence for this study. An observation 
protocol was used of each observation in this study. 
Documentary information included faculty meeting 
agendas and minutes, calendar information from principals 
and teachers, memos, newsletters, and handbooks. 
Ouantitive Sources 
A 36 item case study data source was given to both 
teachers and principals. This closed-item instrument 
(survey) lent this case study to a mixed methodological 
approach. These procedures seemed relevant based on the work 
of Sagar (1992), Leithwood (1992), and Pullan {1992) who all 
found that a principal who focused on teacher development 
was more likely to demonstrate a transformational leadership 
style. By cross-checking the coding instrument (survey) 
given to both teachers and principals, perceptions of 
teachers against those of the principals were assessed 
against other sources of data such as documentation, 
observation, and key informant interviews for reliability. 
Although "pure" naturalistic studies may lack a quantitive 
aspect, the case study here used frequency and mean scores 
of principals' responses translated into numerical 
equivalents cross-checked with the teachers' aggregated 
responses item-by-item. Statistical significance was 
determined and reported. Hence, this study was mainly 




Principals were selected based upon their being 
identified by three independent sources. The three 
independent sources included the following: the inclusion 
project specialist for DuPage County, the special education 
coordinator for DuPage County, and each principal's 
superintendent. These three sources were chosen because they 
would allow for three different perspectives. This created a 
less subjective manner by which the three participating 
principals were named. The first two sources were contacted 
and meetings were set up to explain the project and ask for 
their help. Each principal's superintendent was contacted 
after their principals were named independently by the other 
77 
two sources. 
First, six principals were named by the head of the 
special education cooperative overseeing DuPage County as 
being effective transformational leaders in terms of 
developing inclusion in their schools. Second, a special 
project leader, working with all DuPage schools in 
introducing inclusion, named a set of transformational 
principals seen as effective in the inclusion process. Here, 
five principals of the initial six matched. In other words, 
the same principals were named by the two separate sources. 
And third, the five principals' superintendents were then 
asked to identify their most effective transformational 
principals in initiating, implementing, and 
institutionalizing change. Again, each of the five 
principals identified earlier was chosen by their 
superintendent as being a transformational change agent. Of 
the five principals identified by the three separate 
sources, three were randomly chosen to be asked to 
participate in the study. Principals were contacted and 
initial short interviews were set-up to ask for their help 
in the study. All three principals contacted were interested 
and agreed to participate in the study. 
Collection of Data 
Research was conducted in the three school districts 
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once permission had been given from the superintendent. At 
this point the surveys were developed and the interview 
questions put together as part of the data collection 
process. The survey and interview questions were modified 
from Gail Daniels Fahey's (1991) research titled, "A Study 
of Principal Leadership in Applying the Change Research to 
School Improvement Efforts at the K-5 Level". Initial 
surveys were field-tested with three non-participating 
principals and teachers in other DuPage County schools. 
Final revisions were made as changes in wording and meaning 
of specific questions were suggested by the field-test data. 
Next, a case study protocol was developed to ensure a 
procedural similarity and uniformity across the three 
settings. This accepted methodological practice gave a solid 
backbone and framework to the case study. On-site and direct 
observation at each site was the first data collection done. 
A total of 15 on-site hours was spent at each school. It was 
thought that this initial amount of time would allow for 
more indepth and richer interview responses as the 
familiarity and relationship with the researcher developed. 
Field notes were collected and transcribed. A case study log 
was developed and a contact summary sheet was kept for each 
activity showing the date, time, and purpose. Sample logs 
and contact summary sheets are in Appendix A. A copy of the 
case study protocol is found in Appendix B. Maintaining a 
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chain-of-evidence was accomplished through the use of three-
ring binders for each case containing the protocol, logs, 
transcribed interviews, surveys, and transcribed field 
notes. 
The 36 question principal survey was completed before 
the interview. Interviews were done during school hours and 
generally lasted about two hours. The interviews were 
structured in an open-ended format and were based on a 
series of standardized questions. Principals' responses were 
taped with the principals' permission and then transcribed 
verbatim for later use in Chapter IV and V. Their surveys 
were returned to the investigator at the time of the 
interview and a sample of both the survey and interview 
questions can be found in Appendix c and D. 
Principals' responses were tabulated from the surveys. 
Each response was matched to 1 of the 12 characteristics 
described in the studies framework found in Chapter II. The 
responses of the principals on the survey reflected the 
amount of time they spent involved in a specific activity 
described in that statement. All 36 items evolved from the 
research presented in Chapter II revolving around 
transformational leadership, staff development, and change 
facilitation. The 36 question survey was comprised of 3 
items from each of the initial 12 characteristics detailing 
the theoretical framework. 
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At each site the teachers were invited to participate 
in the survey portion of the study. They were told that the 
survey reflected their principals and would aid in 
establishing a complete picture of their principal for the 
study. Classroom teacher responses were correlated with 
parallel similar items on the principal's survey. Hence, 
frequency distribution and mean scores were developed from 
this information and matched to the principal's responses. 
This information allowed for further proof of the 
principals' behavior in terms of the study's original 
framework. 
Key informant interviews of classroom teachers were 
non-random in nature as they were set by each of the three 
principals. Each interview was conducted at the requested 
time and place of the classroom teacher. In all, nine 
interviews were completed with classroom teachers. Five 
interviews were done on-site in private settings and four 
were completed over the phone. Each interview was taped with 
the permission of the classroom teacher and lasted from 20 
to 30 minutes. The interviews were transcribed verbatim and 
analyzed in relation to the studies framework. Sample 
interview and survey questions used with classroom teachers 
are found in Appendix E and F. 
Other data collection that was reviewed at each school 
included the following: Principal goals, inclusion goals, 
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staff development activities, faculty meeting agendas, 
school improvement plans, memos, newsletters, 
correspondence, inclusion newsletters, and parent 
information. These documents were analyzed on a data matrix 
away from the respective site due to their ease in 
transporting. See Appendix G. 
overall, data was collected on each principal's 
transformational, staff development, and change facilitation 
inclusion development efforts through surveys and interviews 
with principals and teachers; through direct observation of 
the inclusion activities in place at each site; and through 
review of documentation; and archival records 
Statement Of The Problem 
As seen in Chapter I, principals were requested to 
develop a inclusion model in Illinois and then put this 
development into place. The major purpose of this study is 
aimed to describe and analyze how three effective principals 
in DuPage County, Illinois change their schools with the 
implementation of inclusion. Although principals are 
mandated to be legal change agents for reform, policy does 
not mean any change or growth will necessarily occur. In 
other words, what can be learned from these effective 
principals, who were identified as effective by three 
qualified separate sources, about making change a reality? 
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Purpose Of The study 
As seen in Chapter I, the major purpose of this study 
intended to describe and analyze how three effective 
principals in DuPage County, Illinois change their schools 
with the implementation of inclusion. Specifically, what did 
these principals do to function as transformational leaders 
in the staff development process and how have they supported 
this change to allow for its continuation and growth. 
Research Questions 
1. How did an effective transformational principal 
improve the school through inclusion? 
2. How did an effective transformational principal 
support this change to inclusion through the staff 
development process? 
3. What methods did an effective transformational 
principal use to promote significant change or growth toward 
an all-inclusive school? 
4. What factors hindered inclusion? 
5. What was the relationship between staff perceptions 
and principal perceptions and the institutionalization of 
the change to inclusion? 
6. Did the State's request, to move toward an 
inclusionary model, influence what the effective 
transformational principal did with respect to change? 
Methods of Analysis 
The case study because of its qualitative nature, has 
been seen as an inferior research method when compared to 
traditional quantitative research. However, when done 
correctly, the case study is a most rigorous method of 
research with distinctive and distinguishing features as 
stated by Yin below: 
The case study has long been stereotyped as a weak 
sibling among social science methods. Investigators who 
do case studies are regarded as having insufficient 
precision (that is, quantification), objectivity, and 
rigor. 
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In spite of this stereotype, case studies continue to be 
used extensively in social science research - including 
traditional disciplines (psychology, sociology, political 
science, anthropology, history, and economics) as well as 
practice-oriented fields such as urban planning, public 
administration, public policy, management sciences, and 
education, The method also is a frequent mode of thesis 
and dissertation research in all of these disciplines and 
fields. Moreover, case studies occur with some frequency 
even in evaluation research, supposedly the province of 
other methods, such as quasi-experiments. All of this 
suggests a striking paradox: if the case-study method has 
serious weaknesses, why do investigators continue to use 
it (Yin, 1989, p.10)? 
In the past ten years there has been an ever 
increasing amount of qualitative research done in fields 
that have traditionally been quantitative in nature. Here, 
the qualitative data have generated more attractive and rich 
descriptions, explanations, and findings. The qualitative 
evidence has appeared far more convincing to the reader 
through the use of creative stories and incidents (Miles & 
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Huberman, 1984). 
Taking the massive amounts of data gathered in 
qualitative research and developing, analyzing, 
interpreting, and presenting them in an understandable way 
is the challenge presented to the researcher. Having no 
absolute rules allows for the true creativity of the 
researcher to be demonstrated through their insights and 
capabilities. The human factor in the case study approach is 
both the great strength and the great weakness of 
qualitative analysis (Patton, 1990). 
Qualitative research maintains two set conditions: (a) 
the use of detailed, first-hand, natural observation, and 
(b) the avoidance of a commitment to any prior theoretical 
concept. Hence, four applications using qualitative data can 
be made. First, detailed links to real-life situations can 
be developed that might otherwise be too complex for survey 
or experimental methods. Second, descriptions of real-life 
events can be told. Third, evaluation will benefit from a 
descriptive account of a real-life situation. And fourth, 
qualitative research can explore areas where current 
intervention has no clear single set of outcomes (Yin, 
1989) . 
This study's methods of analysis attempted to resolve 
basic research dilemmas attributed to the case study. These 
difficulties go far beyond the most basic case study 
techniques. Even with all the methodological procedures 
highlighted present, an exemplary case study may not have 
been produced (Yin, 1989). 
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The following case study procedures allowed for the 
basic groundwork to be put in place. First, survey and 
interview information collected from principals and teachers 
was analyzed through general theoretical propositions set 
down in the research questions that originally led to the 
case study itself (Yin, 1989, p.106). The literal 
replication of method across case study in an descriptive 
approach led to comparison in this multi-case approach. 
Information collected through observation and document 
review was tabulated and categorized in addressing the 
research questions. Explanation-building, pattern-matching, 
and repeated observation were also used to set the 
groundwork for consistency across settings (Yin, 1989). 
Second, data from each principal was analyzed in a 
qualitative sense as this researcher viewed each principal's 
responses in light of teacher responses and other sources 
searching for similarities. When differences occurred, this 
researcher tried to understand them using other information 
from the natural setting. 
Third, data from teacher interviews was charted and 
analyzed for differences from school to school. Here, 
differences seen in comparisons were viewed in terms of how 
the teachers saw transformational leadership, staff 
development, and the change process. These data were also 
compared to the on-site observations and principal 
interviews conducted at each school. 
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Fourth, qualitative methods were used during the on-
site visitations at each school. Field notes were taken, 
sorted, and analyzed in comparison with the other data taken 
from each site. Then appropriate narrative text displays 
were chosen that best formed answers to the research 
questions. This led to the organization of the cross-case 
analysis and the finally the writing of the case study 
report. 
However, an exemplary case study goes far beyond the 
basic techniques of using a case study protocol, maintaining 
a chain of evidence, and establishing a case study data 
base. Yin (1989) listed five general characteristics that 
allow for a case study to become an exemplary case study. 
This researcher aspired to include all five in this present 
study. 
First, the exemplary case study is of general public 
interest, or has policy issues that are important in 
theoretical terms (Yin, 1989). The introduction of inclusion 
lends itself to being of more than just marginal 
significance. With the reintroduction of special populations 
back into the regular classroom setting and no set policy 
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having been developed to date as to the best way to 
accomplish this task, a multi-case study in which each 
individual case reveals a discovery with the possibility of 
replication to the next site is indeed important. Both 
administrators and practitioners need this information as 
they to move toward an all inclusive school setting. 
Second, Yin (1989) stated that the case study must be 
complete in both the phenomenon being studied and the 
context and the collection of evidence. Strengthening 
validity and reliability was accomplished through several 
separate, but interrelated procedures. Evidence was 
separated into a retrievable data base. Evidence was 
collected in the form of survey, interview documentation, 
archival record, as well as observation. Written responses, 
field notes, and individual records were filed by subject 
and retrievable. Interviews were matched with surveys and 
observations were guided by protocols. Specific links 
between data were sought and conclusions were drawn. 
Third, Yin (1989) stressed that case studies of an 
exemplary nature must consider rival explanation in terms of 
the evidence collected. Data related to specific research 
questions were categorized as the chain of evidence was 
being established. The case study boundaries were set 
through the analytic and reporting steps of the study. 
Pattern matching was used for specific variables set down 
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before the case study began as a means of strengthening 
internal validity. Research questions formed from the 
theoretical framework were tested across studies as 
differences occurred. Hence, a literal replication strategy 
was used in analyzing data for each of the studies 
questions. Any differences as to how principals used 
transformational leadership, staff development, or the 
change research were categorized according to each research 
question. As the study progressed the researcher was 
constantly aware of unique or confounding factors leading to 
alternative solutions. When these arose, they were labeled 
and noted. 
Fourth, an exemplary case study is one which 
judiciously and effectively presents the most compelling 
evidence. This multi-case descriptive study used both 
qualitative approaches and quantifiable evidence blended to 
provide a total data base. Evidence was cited and presented 
neutrally, free from bias with both supporting and 
challenging information. Selective relevant data was used to 
avoid a cluttering of secondary information, therefore, 
sheer weight of the evidence was not to become a determining 
factor. In addition the process of triangulation was 
employed to flavor the findings as this study compared six 
data sources across three settings (Yin, 1989). 
Finally, Yin (1989) stated the following in terms of 
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the case report itself: 
Engagement, enticement, and seduction - these are unusual 
characteristics of case studies. To produce such a case 
study requires an investigator to be enthusiastic about 
the investigation and want to communicate the results 
widely. In fact, the good investigator might even think 
that the case study contains earth shattering 
conclusions. This sort of enthusiasm should pervade the 
entire investigation and will indeed lead to an exemplary 
case study (p.151). 
summary 
This chapter detailed the methods used in this study. 
Dangers and weaknesses of case studies as cite by Huberman 
and Miles (1984), Yin (1989), and Patton (1990) were 
realized and planned for throughout the study. Evidence was 
collected from teacher evaluation records, surveys, 
interviews with principals and teachers, written 
documentation, and observation. Methods of analysis included 
coding, frequency counts, narrative text displays of tables 
and text, and interpretive analysis of assignment responses 
and placement of behaviors into subgroups as defined by the 
researcher. 
Further, triangulation methodologies allowed for 
verification across settings. Significant points were 
outlined through narrative vignettes. In general, the study 
tries to provide a rich view of the research. 
Chapter IV will introduce the reader to Principals 
Black, Red, and Blue. 
CHAPTER IV 
PRESENTATION AND ANALYSIS OF THE DATA 
Introduction 
The major purpose of this study was to describe and 
analyze how three effective principals in DuPage County, 
Illinois changed their schools with the implementation of 
specific innovation. Specifically, how did these principals 
function as transformational leaders in the staff 
development process. And of equal importance, why did their 
behavior support and allow for this change to continue and 
grow. These "how" and "why" questions were aimed at a set of 
events that were the core of this investigation. 
Evidence was collected from six sources of data for 
this study. Five sources were traditional data for a case 
study and included: archival records, structured subject 
interviews, key informant interviews, direct observation, 
and documentation. The sixth source of data, a survey, was 
developed from basic quantitative methodology. As a result, 
the study was comprised of mainly qualitative evidence. 
However, it did involve a mixed methodological approach. 
The following organizational decisions were made to 
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enhance the exposition of the results. To facilitate a clear 
presentation and analysis of the data, this chapter is 
broken into nine parts. The first part details background 
information on the three principals. The next six parts are 
devoted to the six research questions. For five of the six 
questions the subjects' responses were analyzed and 
displayed in narrative text form as they answered each 
question. Each of these sections, barring question six, is 
followed by a cross-case analysis of the data for that 
question displayed in a table format. The fifth question, 
the relationship between staff perceptions and principal 
perceptions and the institutionalization of change, was 
addressed in the quantitative survey and displayed in a 
table format. The eigth section combines data form direct 
classroom observations, archival sources, and documentation. 
This data was presented separately and each data source was 
applied to each research question based on the 
characteristics defined in the theoretical framework in 
Chapter I an II. Instances occurred wherein some research 
questions were not directly relevant to a given data source 
and thus, only applicable research questions were useful. 
The last section summarizes the research findings. 
Research Questions 
1. How did an effective transformational principal 
improve the school through inclusion? 
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2. How did an effective transformational principal 
support this change to inclusion through the staff 
development process? 
3. What methods did an effective transformational 
principal use to promote significant change or growth toward 
an all-inclusive school? 
4. What factors hindered inclusion? 
5. What was the relationship between staff perceptions 
and principal perceptions and the institutionalization of 
change to inclusion? 
6. Did the state's request, to move toward an 
inclusionary model, influence what the effective 
transformational principal did with respect to change? 
Background 
Principal Black 
Principal Black was six years into her current position 
in the Fall of 1993 and had applied for the position a full 
year before she was appointed. The administration had 
actually given the position to another candidate, however, 
that situation did not work out. It was then that Principal 
Black was asked if she was still interested in the job. She 
recalled the following: 
I applied to this school a year before I got it. They 
gave it to somebody else. It was down to another fellow 
and myself and they gave this position to this other 
fellow. And he didn't work out--so they called me the 
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next year and said would I still be interested. And I had 
still been reading coordinator and thought about it for 
two seconds and said, "Yes!" 
Previously Principal Black had been a classroom 
teacher, a reading program coordinator, a university 
research assistant, and a central office administrator. She 
has many other duties as well as running a elementary school 
of 568 children, 20 teachers, and 13 specialists. Principal 
Black describes these other duties below: 
First of all I have a lot of home responsibility with 
three kids and a husband. This year I am not actively 
involved in P.T.O. ,but I was president last year. so 
that is a big commitment. District-wide, I work for the 
foundation. The district has a foundation and I am a 
member of that board. I sit on the board for our area 
youth services, it is called Whities Winfield Wayne Area 
Youth Services Counseling and Organization for Children 
and Families. I have a district commitment to a number of 
committees. Reading is one and I am negotiator for the 
board. 
Attend conferences. Next week I'll be attending and 
presenting at the Illinois Association of Supervision and 
curriculum Development. I am an avid reader and I 
finished my doctoral work just two years ago. In a 
doctoral program we have to be abreast to what's 
happening in the field of education. 
This year I evaluate all of the teacher assistants, all 
of the support staff, the two secretaries, the learning 
center aides, the reading aide, Chapter One Reading 
teacher, the custodians. Teachers that are on every other 
year basis, and this year it works out to 24 people that 
I am evaluating. Nine of them I'm evaluating twice 
because, actually, twice if they are part-time teachers, 
too. I have a number of part-time teachers. I only have 
maybe five that aren't two. But, it's too much, our 
evaluation, an eleven page narrative. I am on the 
committee to change the evaluation from; this far too 
rigorous for the principal. I can give teachers as much 
input in a much briefer form. 
Black's school district was described by her in the 
following manner: 
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We have about 30% Hispanic in the district, 22% low 
income, those figures are fresh, we have 2% other, a very 
low Black population ,and some Asian. About 15% of our 
population is Spanish speaking. I can't say bilingual, 
they are basically Spanish with limited English. Income 
wise, although we have got a 22% low income population, 
we also some very high income. The schools are really 
rich economically. There is considerable blue collar 
population. West Chicago is a town that I don't think has 
come to grips that there is a Hispanic population that 
has always been part of the town. Hispanic people have 
not had any kind of leadership role in the town; never 
served on the council, never been at meetings. So, 
there's quite a discussion among the town people as to 
whether or not they even recognize this considerable 
population in town because this population has been a 
subcenter at the apartment complexes. We have three big 
apartment complexes: one on the set north end of town and 
two on the south end. The gangs are becoming a problem, 
in fact, there was a special board meeting tonight to 
adopt policy. What we spend on kids is low for our 
county, about $3400 or $3500. 
Principal Red 
In the fall of 1993, it was Principal Red's 11th year 
as principal of her building. She has had an additional 11 
years as the learning resource director and before that she 
had taught for three years. Principal Red had these comments 
about her early experiences: 
Learning Center--def initely a quality administrative 
position. Probably what I call the best of two worlds--
you can still work directly with the students and their 
teachers and servicing the needs as the teachers identify 
them, and then a lot of administrative work just because 
just because of the nature of the library media center. 
It will require just a lot of management. 
I taught second grade, all three years, and I taught in 
four different schools in the district. We opened one 
school and it wasn't finished in September, so I had to 
go to another and teach my class there until Thanksgiving 
weekend. 
Red became principal under the following circumstances: 
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I went to Northern Illinois for my bachelors; went back 
immediately to get my master in reading; then over the 
next eleven years while I did Learning Center I got 34 
hours in Library and Media--no certificate but quite a 
few hours in that. At that time, the administrator here 
had leukemia, had been ill, so the Central Office came to 
me and asked me if I'd be interested in getting a 
certificate in administration. Not realizing that really 
that would be equivalent to another master degree. So, in 
two years I was able to secure that certificate. 
Red's school has 470 students and 33 teachers. The 
students generally enter school with some pre-school 
experiences. A latch-key, middle to lower-middle-class 
child, is, for the most part, well supported at home. With a 
large multi-cultural population, a new "gang" influence, and 
many single parent homes, Principal Red has a lot to deal 
with. Besides her school, Red has several other 
responsibilities which include: 
I'm the community wellness council co-chairman. That's 
like an awareness thing for the entire community, that's 
something time consuming in addition to my job. In the 
summertime I take on some communities to work on 
awareness also. I'm on the drunk driving task force. I'm 
not sure what other types of things you're looking for. 
Those are things beyond just the principal. 
I try to keep up with Phi Delta Kappa and AFCBA. I attend 
as many of the functions as possible. My principal 
academy is really up in terms of keeping the workshops 
more current, and following the trend. I'm active in the 
Illinois Principals Association, and they run workshops, 
also. And we're designing workshops for administrators--
so that's kind of nice. Occasionally, I take some 
classes; right now I'm taking a class in Spanish because 
I am so tired of these beautiful families coming in and I 
can't communicate with them at all. so, I'm kind leading 
way with my office staff and faculty in terms of they all 
come in say things in Spanish and I'm thinking--what you 
picked up today's lectures might help. To say something 
in Spanish with a Spanish speaking family just to 
determine if the child was sick today. That's my 
professional growth area for this year. 
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Principal Blue 
Principal Blue was five years into this, her first 
principalship, when she consented to become part of this 
research. However, this was certainly not her first 
administrative experience, as she describes below: 
Staff development administrator for the whole district. 
The first position entailed developing programs. That is 
something I really enjoyed doing. Actual program 
planning.For two years before that I was a step 
coordinator and that was a training position. so, I 
actually went to schools, had workshop teachers, than I 
went to the classes and coached them over a six-week 
period. I saw every teacher in the workshops six times 
and we were together for six days. Before that I taught 
Chapter 1 program and set up a computer lab. Before that 
I stopped for several years and had kids, and before 
that, I taught in third grade. 
Principal was able to secure her principalship in the 
following manner: 
Well, a number of circumstances fell into the role of 
being a teacher trainer. That's really how it all started 
in Pennsylvania. Which then became an administrator 
position in this district. When I came here, I came 
because I wanted to expand the kind of training I was 
doing in Pittsburgh. And, here there was more chance 
finding it, and it was bigger and more interesting. Then 
I decided I liked that a lot. That I put a lot of 
programs in place. And, I am not as good at enjoying 
maintaining a program as I at making changes. I found 
myself just anxious to get down to a school and make the 
actual thing happen. That I was a couple of times removed 
from kids. Even though I was training principals, they 
weren't teachers, teachers weren't kids. I didn't really 
have access, in other words, I like being around kids. I 
just thought school was a place to develop different 
skills. I loved that. I could have stayed there, but I 
had an opportunity to come to this school, a motivated 
school, have a more prepared school. So, it was an 
opportunity to try out some of my skills in a smaller 
setting, in a more controlled environment with classroom 
teachers. 
Blue has many other responsibilities besides running 
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her K-6 building of 405 students and 17 plus teachers and 
staff. These other obligations include the following as 
expressed by Principal Blue: 
In the district? Well, I am the district campaign 
director for United Way. I teach a class of the 
International Renewal Institute in St. Xavier College. 
And, I have three kids, that is part of the 
responsibility. I sort of help Jerry where I can, he and 
I are together running the development education process 
for the church called, Home Improvement, which is helping 
young couples. We just finished six weeks cycle long 
issues and education, and we are going to another site 
where somebody else is teaching. But, we are coordinating 
the development. 
In the district I am really involved in obviously with 
the Elementary Principal's Group. I have served on the 
strategic plan committee for the district. And last year, 
I was co-chairman for the action plan for one of the 
strategies. That keeps me busy. And we do a lot of 
outsiders coming into our building. 
She described the district community and the school 
itself in these terms: 
The district community is changing much like the people. 
our superintendent now told us that in looking at the 
number of people, low income, that shocked everybody. 
But, a lot of that has to do with fee drop from the aide 
department. 
Right here, our school, really draws from three 
neighborhoods: near us, traditional, from east of the 
college, student housing, and also from low income 
housing in the area. 
I think its $5000, it might be a little off. 
I should look, let me ask about that. People consider us 
to be getting a lot for a dollar, that the quality of 
education is good. 
Research Question One 
1. How did an effective transformational principal improve 
the school through inclusion? 
Principal Interviews 
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The interviews with Principal Black, Red, and Blue were 
structured in an open-ended format and were based on a 
series of twenty-six questions (Appendix D). Follow-up 
questions were asked to allow for elaboration. Research 
question one was designed to address the issue of 
transformational leadership. As discussed in Chapter I and 
II, a transformational leader focuses efforts on teacher 
development within a culture of interdependent collegiality 
when teachers reflectively transform their classroom 
experiences (Grimmett, Rostad, & Ford, 1992). The following 
four factors were identified from the research studies as 
characteristics of the behaviors of the principal as a 
transformational leader: empowerer, vision builder, teacher 
developer, and problem solver (Grimmett, Rostad, & Ford, 
1992; Roberts, 1985; Pullan, 1992; Sagar, 1992; Deal & 
Peterson, 1992; Leithwood, 1992; and Jantz, 1992). 
These behaviors formed the nucleus for the examination of 
the responses from Principals Black, Red, and Blue. The data 
were reported in narrative text displays. 
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Principal Black 
The following responses of Black were viewed in terms 
the transformational leadership research. 
Well, I believe that we do in this institution is of the 
utmost importance, not just to the individual child, but 
the child's family. If this sounds kind of hooky, but I 
really do believe it matters to our nation if we are 
producing literate, caring, responsible individuals. It's 
of the utmost importance to our country and it's the 
right thing to do. 
staff is hard working and committed to doing what is 
right. We truly share common senses, giving to kids, kids 
are important. Kids are really #1 at this school and 
they'll do anything that they have to. I mean, buying 
clothes, feed them, an alarm clock to get up on time 
because mom is gone and isn't there to get them up. You 
name it. If I ask the staff to anything for the kids, 
they really do it. 
A view myself as a coach. In any change process you have 
to have someone that I think. Any time if go through 
change in our life, like when we enter the world of 
dater, when we enter the world of high school, or enter 
the world. My twins hit home really clearly with this 
story, my twins could not wait until they were 16 because 
they were going to drive. They couldn't wait 'till they 
could take the car and drive, and this and that. When 
they got to be 16, they got their permit. I had to beg 
with them to get behind the wheel. They were afraid. 
But, I was there saying, "You can do it." "It's okay." 
"You won't kill us." "We'll go slowly at first." "We'll 
ease into it." "You'll be fine." Well, sense of driving 
is wonderful, but that's how change is implemented. You 
have someone coaching you and nurturing you. And I look 
upon this change to inclusive ed. as the same thing. I am 
here to tell the teachers, "We can do it." "We'll get 
through it." "We'll take one small step at a time and 
before you know we'll be there." So, that is what we've 
done. 
It is so hard to be introspective. I believe in the power 
of my teachers. I believe in what they do. I value it. 
And I think I communicate that to them. I also am here 
very much to serve them. That's my job. I think t~ey need 
that. 
It has helped teachers realize how really wonderful they 
are and that they can meet the needs of many, many 
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different kids. It has empowered teachers, I think, and 
given confidence, and I think it has made them better 
teachers. And, it has also greatly given a message to our 
kids that we accept everybody, that we are all of value, 
and we all have something that we can give. Given them an 
opportunity, as I said before, to feel valuable 
themselves. You know, when a child helps somebody else. 
That's a real powerful thing that says, "I've got worth 
and you need me and I am valuable to you." Some of our 
kids don't get that at home. 
Principal Black directly mentioned terms such as 
"empowered my teachers" and "coach" (empowerer/promoter). 
Her actions reflect both that of vision building and problem 
solving. 
Principal Red 
The following responses of Red were examined in terms 
the transformational leadership research. 
By trying to encourage building leadership because I 
can't do everything and I know there are a lot of people 
that, for lack of a better word, they have their thing in 
identifying who has certain gifts, certain areas, that 
they would really like to develop and begin to give them 
charge over certain areas and develop them that way. I 
guess building peer leadership. 
One of my greatest strengths, and I think that my faculty 
would agree with me here but, I don't know if any of your 
questions would get into that, in the teacher observation 
and post-conference process that I use with them, I've 
been by the Madeline Hunter method of script taking and 
doing labeling. And, normally I can walk into a classroom 
and do a script take, and I can walk out of that 
classroom with more things that the teacher ever knew 
that they were doing. All the really good things. So, if 
I'm going into a classroom and there might be one or two 
things that I might comment about, they might want to 
look at, to see if they would want to improve on 
something or other. I usually come with 35 to 40 things 
that they are doing right. I think that they get 
overwhelmed with the fact that I can even see that, and 
label it, and feed it back to them. So, that by the time 
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it gets down to the one or two things maybe, usually they 
come back with it. I don't. Because they are more 
perceptive than I am in the light of what I told them 
something clicks in their mind. That kind of feedback is 
being as accurate a mirror and I can to feedback the 
really good stuff And why it's so good. Why what they are 
doing is powerful. That takes them to another level they 
had never been before. I think that is probably my 
greatest strength. 
Probably what George Flynn would call "mucking in the 
mud" with the rest of my staff because, I'd have to say 
it's in the first year especially, the second year, or 
third year, you're always mucking around in the mud 
somewhere--you go like wow, this is perplexing, you 
didn't know we were here, how can we get out of it. But, 
getting in there with everybody and experiencing the 
joys, the frustrations, the challenges, trying to 
brainstorm solutions. Where are the resources from, get 
it all that put together, trying to keep them around 
often as much as possible. Being there with them, not 
being in this ivory tower telling everybody this is the 
way it's suppose to go, being just as confused as they 
were. I guess I am the proudest of that, is allowing the 
people with creative ideas to be creative, fall flat on 
your face, get up and be creative again. And, either try 
again or try a different way of allowing the leadership 
to come from the building. Being directive, being more of 
a facilitator. 
Principal Red specifically alluded to terms such as 
"facilitator" and "peer leadership" (empowerer/promotor). 
Principal Red showed behaviors of both a visionary and a 
problem solver. 
Principal Blue 
The following responses of Blue were observed in terms 
of the transformational leadership research. 
I think that in the role as principal what we do with 
kids is important. I believe that one has to be ready for 
kids, not to get kids ready for the school. When they 
come to us, with whatever constitutes ability, with 
whatever they don't have, with whatever they have, our 
job is to figure out what it takes. I think that is 
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pretty important because it, sort of, sets the tone for 
teachers. I have a very strong belief in cooperation. 
Probably my greatest strength is I am very comfortable at 
giving away power. I don't have to be the one to make a 
decision. I feel very good about when teachers take hold 
of it. One of the best examples I've had, we have been 
doing a lot of this team last year and several times this 
spring, and there were several people involved in the 
different teams. One of the times in the spring, they sat 
down, I got called away or something, they were all in 
here at the table. I left, in fact to go someplace, and 
the next morning they said we set out to have a meeting 
to plan a workshop, and I came back and handed me an 
agenda and said, "This is what you're going to do. We 
have everything all covered." This is the greatest thing, 
the greatest gift they gave to me, that I was not longer 
planning together. It was wonderful that they were saying 
this is your part. We got everything else all set. And, 
we did it with finesse. So, to me, it was like "wow" I 
got them where I want them. Probably the greatest 
strength is they don't care if I'm not making the 
decision. I strongly believe that the more powerful they 
are, the richer that I am and the better spirit of 
administration. I care a lot about culture. I don't let 
personnel issues go for very long. If there's something 
that they can work out, I let them try. One of them comes 
to me or both of them come to me, I let them try to 
figure out and ask them, "When do you want me to get 
involved?" But, I don't let them go either. They 
appreciate that, afte.r the fact. They know that's going 
to happen. I think probably my greatest strength is that 
I have high level of expectations. 
Principal Blue frankly alluded to terminology such as 
"solve problems", "giving power away" (promoter), "the more 
powerful they are, the richer I am" (empowerer), and "they 
know what's going to happen" (visionary). 
Key Informant Interviews 
Three key informant interviews were conducted at each 
site. All of the subjects were selected by Principals and 
then agreed participate. They were selected because they 
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represented a cross-section of the grade levels and programs 
at each school. The intention of the key informant 
interviews was to validate the responses that were given by 
the principal. The key informant interviews revolved around 
eight structured questions (Appendix F), but follow-up 
questions were asked to enhance some answers. A narrative 
text display was used to report the data. 
Principal Black 
Key informant #1 was a third grade teacher of 16 years 
and had been with Principal Black for the past five years. 
She provided us with a new role. I got a professional 
feeling and a new feeling that we were doing the right 
thing. She believed in us and was on our side. She was a 
teacher of teachers. 
Key informant #2 had been teaching for six years and 
had served on the original inclusion committee. He was a 
sixth grade teacher. 
You could always go right to her with any problem. We 
were over-supported. She was always willing to help, even 
take your class for you. She sees peoples needs and then 
develops them or helps them find a way to do it 
themselves. She is a problem solver and works extra hard 
if needed. 
Key informant #3 was in the position of an inclusion 
facilitator and was hired to do that job by Principal Black. 
She really supports us. You know her philosophy--open 
door policy. She is a problem solver first and open and 
accepting. She fights for support for us. She has a 




Key informant #1 was a third grade teacher and had been 
with Principal Red for the past eleven years. 
She is very much an administrator. I mean a problem 
solver. A guide or trainer. She meets your needs and has 
a positive attitude toward the program (inclusion). She 
has a great ability to finish what she starts with great 
support. She is always very supportive of anything we do. 
Key informant #2 had been teaching for 17 years and had 
served on the initial inclusion delegation. She was a second 
grade teacher. 
She is a problem solver, a supporter, and a goal setter. 
She does what is best for kids. A provider of resources. 
Key informant #3 was in the position of an inclusion 
facilitator and was hired to do that job by Principal Red 
three years ago. 
When we have collaboration meetings, we meet with regard 
to each child. She tries to attend as many of those as 
she can. If there are any kinds of problems or concerns 
that I have, I know that I can go to her and she will 
work with me. She's positive about the program. She 
supports the decisions that I make, about where the kids 
are, what to do with them, that type of thing. 
Principal Blue 
Key informant #1 was an inclusion facilitator and has 
taught for Principal Blue for three years. 
She treats us as equals. New ideas are encouraged and 
endorsed. She promotes us and solves our problems. She 
can pick the people to fill her vision. She attends all 
meetings. 
Key informant #2 had been speech pathologist for 14 
years and started at Principal Blue's school when she did 
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five years ago. 
She is an open-minded person who has made me feel real 
important. She is willing to step in if there is a 
problem, but she wants us to work it out. She is able to 
really pick people. 
Key informant #3 is a classroom teacher of seven years. 
She teaches second and third grade. 
She has made me a better teacher. All the teachers have 
risen to the occasion and taken the challenge. 
cross-case Analysis 
Table 1 details the transformational behaviors of 
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Analysis of Table 1 
Within the transformational behavioral array, the 
similarities were prominent, however foreseeable, based on 
the research on the principal as an empowerer, a visionary, 
a promoter, and a problem solver. All three principals had 
been rated as outstanding transformational change agents by 
three separate sources. The data from the six sources of 
evidence strongly supports vast resemblances across all four 
transformational realms. The three principals were 
empowering their staffs through specific teacher development 
strategies. The principals were able to create a culture 
were teachers could reflectively transform their 
experiences. Teachers were given an autonomy that allowed 
for growth and development. Teacher ideas were promoted, 
developed, and shared in creative ways. Staff was provided 
for and served with the best possible facilitative methods. 
Teacher input was welcomed, fostered, and served a purpose 
in problem solving. These results were supported through the 
principal interviews, key informant interviews, survey data, 
and documentation. For example, all three programs allowed 
for teacher release time to discuss inclusion students on a 
weekly basis. Team meetings and consultations were teacher 
driven in problem solving attempts. And, the schools were 
staffed with support help and available resources. 
Of the four transformational behaviors, the principal 
as a visionary was ref erred to the least in those exact 
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terms. Although often alluded to and rated in the survey 
data quite highly by staff, the interviews did not directly 
state this "visionary" behavior in the terms of the 
principal having a vision. One explanation for this could be 
in the type of change that occurs in the inclusionary 
process. This change may not reflect the principal's vision, 
but a vision of the how schools should bee in the eyes of 
the staff. 
Research Question Two 
2. How did an effective transformational principal support 
this change to inclusion through the staff development 
process? 
Principal Interviews 
Research question two was designed to address the issue 
of staff development. As discussed in Chapter I and II, the 
staff developer seeks school improvement through the use of 
a true human resource development system (Joyce, 1990). 
The research has shown that collegiality building, 
collaborative culture building, modeling, and school 
improving are characteristics of the behaviors of a 
principal using staff development in school improvement 
(Joyce, 1990; Little, 1990; Hardgraves, 1990; Fayee, 1991; 
Fullan, 1990; and Fullan, Rolheiser-Bennet, & Bennet, 1990). 
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These behaviors were the basis for the review of the 
responses from Principal Black, Red, and Blue. The data were 
reported in a narrative text display. 
Principal Black 
The following responses of Black were analyzed in terms 
of the staff development research. 
I have a good knowledge of basic curriculum and strategy. 
I guess it would be to encourage to take risks. I want 
them to try. If it doesn't work, we've learned a whole 
lot, so we try something else. I think that's a strength, 
given them a leeway, and not tying it into a rating or an 
evaluation ... 
I wish I had more time. I'd like to give them more time. 
We have contractually one staff meeting a month. We can 
keep the teachers until five o'clock. We called a meeting 
just last week. We had a round table meeting. I wish I 
could do that more. But we have committee meetings after 
school, staffings after school. Not so much me giving 
them, but them sharing among themselves. 
Staff development changed in my role. I think that the 
staff develops every day. I really do. I think that's 
part of the human process. Hopefully I assist their 
growth in this profession. I'd like to say I do that on a 
daily basis with everyone of them, but that wouldn't be 
true because somedays I only smile and say "hi'' to them. 
But, I think that no institution should remain static. 
The times are changing. Our clientele is changing all the 
time and we have to be sensitive to the individual needs 
of the kids because those change. We're getting kids. Our 
mobility rate is tremendous. I am getting kids left and 
right. out left and right, too. So I think that maybe my 
role in that change in that staff development is almost 
that of a grounding. The teachers and staff know that are 
going to be changes, but I will be here for them and they 
can bounce their ideas, their thoughts on meeting the 
needs of these changes. I am grounded and they can come 
to me for help or assistance of any kind and I'll give an 
honest answer as to whether or not we are going to be 
able to get that assistance. And, if we can't, what else 
can we do. We'll problem solve. I view myself a~ security 
for the staff. I think they realize I don't know all the 
answers, but together we are going to make some answers. 
110 
If they are not right answers the first time, we'll try 
something else. I think they feel comfortable and secure 
with my being here that they can count on me. And, that 
gives them the security to try different things and to 
accept change. 
Principal Black states she is a "grounding effect", has 
a "sharing" to do with staff, and develops a "comfortable 
and secure" atmosphere for "growth" (collaborative culture 
builder). She comments that she "encourages risks" and will 
"problem solve" with teachers (collegiality builder). 
Principal Black's behaviors are modeled in the values of the 
school and through staff development, her staff improves, as 
she commented, "every day" (school improver). 
Principal Red 
The following responses of Red were analyzed in terms 
of the staff development research. 
Staff development is pretty much allowing teachers to 
pick workshops to go to. In some ways it's probably the 
strength that I have because when they are asking me to 
go to a workshop, they usually really want to go. And, 
they are going to come back enthused and energized and 
ready to share everything they learned. In terms of doing 
staff development, probably like all principals who have 
to do the staff development, is like it either didn't fit 
at all or it was okay, but it's never exceptional. I'm 
thinking--I'm really going just to have to staff the 
staff development--I'll just have to say, "Who wants to 
take this; you got two hours." And, see. We always rate 
our inservice programs. If I secure it, it's never that 
good; if someone else secures it, it's great. Now, way 
around that, and I've learned this--I've had a couple of 
teachers who came to me recently on the stuff that we 
want to do it was a thing on sort of discipline. I had 
proposed this two years before. Two years later the staff 
came back and said, you know what, we need to work on 
disciplinary here and we found this wonderful program 
called Assertive Discipline. And, I said, "That's 
wonderful." We know that you've already presented it, 
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and it would be best if it didn't come from you; 'cause 
if it came from us, it would be accepted. So I said, 
"Guess what, I got this kit in here." And, I just gave up 
and let them do their own. And, it was so wonderful, 
because it was something I want to do. All I can do is 
plant the seed. I guess that would be the thing. All I 
can do is plant the seed. I can plant the seed and allow 
them to have the need. Once they have the need, and let 
them to give the leadership to some of them and I'm kind 
of always back there, helping them out. Plant the seed 
and wait for the opportunity. When it comes to do it, I 
do make decisions, I will not be the leader-pusher, or do 
I want to accept things up so I can allow the leadership 
in the building to go forward with and just give them the 
support. I learned that goes forward faster and better 
when I do it with critical key people than if I do it. In 
other things that I have to do I have to do. Then I pull, 
tug and push, whatever, but I think that is part of an 
administrator's job. 
Another strength I have is making sure people get to the 
workshops they want to go to. And I want to bring out 
what their goals are. Like, someone might just mention 
that they have been thinking about maybe in a couple of 
years they might want to go for a degree in whatever. I 
try to remember that when things come up. If do remember 
that, I can get back to them and tell them something has 
come up, I know this is something you've been thinking 
about. I want to know what their goals are, what their 
personal goals are, and want to learn as much about them. 
Because usually if I can show an interest that way, then 
it comes back to what my goals and what school goals are. 
Inservice, again, is always difficult. One group loves 
it, the inservice, another faction will say we don't need 
it. or, they'll say you needed it, but that person we 
hired in didn't work what we thought. 
Principal Red "encourages building leadership" and 
"peer leadership" (collegiality builder/collaborative 
culture worker) . She revealed that her behaviors are those 
of a modeler and a school improver. 
Principal Blue 
The following responses of Blue were analyzed in terms 
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of the staff development research. 
My strength is probably that I know a lot about it. That 
is really my specialty; that I understand adult learning; 
that I know what the results for them to do; that I know 
steps, the kind of stuff that's helpful, I can present 
things pretty well and that kind of thing. My greatest 
weakness is probably taking the time to do it. I do a lot 
of it as we are going along. I don't do a lot of planning 
for it. Like this year, there are going to be some goal, 
that's part of the empowerment, a structural goal. I 
expect them to do some the work towards that. I think its 
important to know that you have fought battles for. That 
allows us to meet with different kinds of specialists in 
each grade level, with the grade level team about 
curriculum, with the facilitator, or psychologists, 
social workers, with other specialists. Bring back what 
they have done in workshops. Right now we are focusing 
with writing. We were talking about in this morning's 
meeting because writing is a focus for our school 
improvement plan. We wrote an all-school probe. I feel 
good about that because it was their idea, but I don't do 
a lot of directing. 
Principal Blue expresses she "knows a lot about it" 
(school improver), that she can "present things" (modeler), 
that she "expects them to do some of the work" (collegiality 
builder), and that she "thinks it important to know what you 
have fought battles for" (collaborative culture builder). 
Key Informant Interviews 
Principal Black 
Key informant #1: 
She is a leader that knows the background of REI. If she 
doesn't know the answer, she will do whatever it takes to 
find the answer for you. She gave all the resources that 
we needed in that first year. This is the school everyone 
wants to be at. No one would move to a new school. The 
atmosphere changed when she started here. 
Key informant #2: 
She is concerned with the school's wellness, just not the 
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students but the wellness of the teachers. She knows how 
to get at the needs of the teachers. Yes, she is a 
teacher first and that has made a difference. Her role is 
one of teacher, manager and consultant. 
Key informant #3: 
She has really supported us in and out of the classroom. 
Her mission is clear; all children will learn to their 
maximum potential. Her support has come through her 
honesty, her humor, her practical outlook. She is a team 
builder and expects everyone to be on that team. She has 
been a hands-on principal, willing to do whatever it 
takes to make this thing work. A real kind of directly 
involved person. The trust the staff has in her has 
really helped the program. 
Principal Red 
Key informant #1: 
She provides the resources. We set goals and she solves 
our problems. She has always promoted "risk taking" and 
"doing the best for kids". 
Key informant #2: 
She has always been a problem solver. She has provided 
the training that we have needed. She encourages chance 
taking and arranging what is foremost for kids. 
Key informant #3: 
She is very good about staff development. She always 
knows what any teacher wanted. Anybody that wanted to 
know more about inclusion, or interested to know how they 
could do better jobs, she would immediately do anything 
you needed. She has always done for me, and she has done 
for the other teachers, too. If anybody had requested any 
type of inservices, she would make them readily 
available. She is a very cooperative person, and I think 
she also a type that gives you the leadway to make it 
work in the building. The teachers and the people who are 
here every day have to make it work. If she has to be 
there all the time, it's not going to work because she 
can't be there all the time. She probably made a good 
move, there, even though at the time I was kind of, "I 
wish she'd give me a little help with this." We have to 
work it out because we are the ones who will deal with it 
every day, and if you need to have that constant, it's 
nice to have the support that when things really were 
going bad then you could say,"Help!" I think she is a 
good principal, She will fight to get you whatever you 
need. 
Principal Blue 
Key informant #1: 
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She will pass on presentation information when she gets 
it. She is so supportive of us. If you have a problem she 
will get back to you in less than a day. We look at this 
as what is best for all kids, and so does she. 
Key informant #2: 
She was able to get us all kinds of in-service training, 
visitations, and speakers. That really helped us to 
adjust to special kids 
Key informant #3: 
She was supportive in terms of staff development. She 
brought people in, sent people out, and got us trained. 
She is always interested in what is happening in your 
classroom. 
Cross-Case Analysis 
Table 2 shows the staff development behaviors of 
Principals Black, Red, and Blue across settings. 
Table 2 
Summary of Staff Development 
Black Red 
Data Source Behavior Data Source 
Collegiality interview enrourages interview 
Builder key informant #1 gives key informant #1 
key informant #2 consults key informant #2 
key informant #3 supports key informant #3 
survey data almost always survey data 
documentation goal sets documentation 
Collaborate interview develops interview 
culture Worker key informant #1 seeks key informant #1 
key informant #2 concerns key informant #2 
key informant #3 expects key informant #3 
survey data almost always survey data 
documentation goal sets documentation 
Modeler interview shares interview 
key informant #2 teaches key informant #1 
key informant #3 involves key informant #3 
survey data almost always survey data 
documentation goal sets documentation 
School llllpl"over interview illl'roves interview 
key informant #1 changes key informant #1 
key informant #2 concerns key informant #2 
key informant #3 goes to bat key informant #3 
survey data almost always survey data 
documentation goal sets documentation 
Behaviors Across Cases 
Blue 
Behavior Data Source 
encourages interview 
sets goals key informant #1 
promotes key informant #3 




peer leads interview 
solves key informant #1 






risk takes key informant #1 
fights key informant #2 
frequently key informant #3 
goal sets survey data 
documentation 
improves interview 
provides key informant #1 
trains key informant #2 
inservices key informant #3 
frequently survey data 





























Analysis of Table 2 
Cross-case analysis of the principals as staff 
developers allowed for a propensity of affinities to become 
apparent. The principals were identified by three autonomous 
raters as having qualities that would yield true human 
resource development, however, the immense quantity of 
similar behaviors in the areas of the principal as a 
collegiality builder, collaborate culture worker, modeler, 
and school improver were surprising. Interviews (both 
principal and teacher), survey data, and documentation 
afforded and supported a constant reference to school 
improvement through the use of the resources available right 
at the site in the teachers and staff that worked there. 
Teachers were encouraged and supported to initiate 
leadership and develop mutual goals in the pursuit of 
bettering their schools. Complex and continuous changes were 
cited in each school and almost expected, as if to be the 
norm. The principals were referred to as coaches, teachers, 
and models for staff. These concepts set the foundation for 
the reality of making complicated changes work. 
Any differences were due to the individuality of each 
principal. Specific differences did not, however, constitute 
any great or varried distinction between the principals in 
terms of inclusion. 
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Research Question Three 
3. What behaviors did an effective transformational 
principal use to promote significant change toward an all-
inclusive school? 
Principal Interviews 
Research question three was designed to address the 
issue of significant and lasting change. As discussed in 
Chapter I and II, a change facilitator works directly with 
teachers who are expected to change (grow). The following 
four factors have been identified from the research studies 
as characteristics of the behaviors of the principal as a 
change facilitator: trainer, developer, buffer, and monitor 
(Hord, et al., 1987; and Fayee, 1991). These behaviors 
formed the hub for the analysis of the responses from 
Principals Black, Red, and Blue. The data were reported in a 
narrative text display. 
Principal Black 
The following replies were pictured in light of the 
research on school change. 
Telling people that change is okay. Like with any other 
change process, when you learn to drive, you make 
mistakes. When you learn to ride a bike, you make 
mistakes. same with instituting change. You don't take 
those mistakes in a negative sense, you take them in a 
positive sense because you've learned from them .. And 
that's okay, that's good. 
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I just probably take for granted that my community, my 
parents, know all that is going on, and they do if they 
come to PTO meetings. But then again, in regards to the 
change to inclusion, I think it's the right thing to do 
and I think it's something we should have been doing for 
the last 20 years. So, I almost have a sense of why make 
a big deal about it. 
One of the teachers brought to my mind a question that 
the staff had a couple of weeks ago. When is enough, 
enough. When do we say we've done all we can with this 
child. And the screaming continues, aggressive behavior 
continues, and I can't teach the other 28 kids in the 
class. At what point do we say this is not the right 
placement. It's a serious question. We called a round 
table and we had ten people, ten people that it was 
bothering, and we talked about that, one of the issues we 
talked about. The answer that we came up with was when 
the team feels in their heart that it's time for this 
child to be placed somewhere else, that's the moment that 
we make that recommendation, but until the whole team 
feels. Things we would consider are growth of the child, 
growth of the other children, safety of the other 
children, when we come to that point. First couple of 
days this one child's behavior was getting worse, and 
worse, and worse. Now it has improved, but the concern of 
the teachers was growing. How much more can we take of 
this kid. 
Principal Black's change facilitation behaviors 
represent those of a trainer, developer, and buffer. She 
commented, "we called a round table" in order to monitor a 
problem. 
Principal Red 
The following replies were pictured in light of the 
research on school change. 
As a change agent, I do a lot of daily meditation myself. 
Just daily meditation in all kind of stuff. And, what is 
so neat is that as a change agent, and I am trying to get 
a group to work toward something, and I am trying to set 
it up, as often as I can. I try telling an antidotal, or 
trying to bring in something that has nothing to do with 
what we are doing. But, it really helps set the mental 
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tone to let their mind be open and willing to take in the 
next bit of information; and that's just one of the 
little tricks of the trade. This is going to be hard for 
some of these guys; I've gutta set it up the first five 
or ten minutes what we are going to do. Sometimes, the 
set-up takes longer than the actual things we are going 
to do. But, it's more important to get them psychically 
prepared. I think that is a strength, but it's also a 
weakness in terms I need to do more of that. I'm finding 
that works. It's a great handrail to use--how to get to 
people. 
Principal Red's change facilitation demeanor represent 
those of a trainer, developer, and a buffer. 
Principal Blue 
The following replies were illustrated with the 
research on school change in mind. 
I think that my greatest strength is that I am interested 
in making changes positively. I think I am pretty good at 
figuring out the steps we need to get some place 
supporting people along the way to get there. I've taken 
a lot of the responsibility for changes around here, 
parent, community, and for all that strength, some people 
don't take kindly. I had a long discussion with our 
superintendent about this. So, I make it happen, some 
people will make it last. I have an impatience with some 
people that don't want to move, but I think at the same 
time it's a strength that I don't shy away from. Going in 
there and doing the best for the teachers because 
somebody might not like it. I can take whatever, if I 
really believe strongly something is right. I believe so 
strongly that inclusion is right, that it is morally 
right, that it's right educationally. 
Principal Blue's change facilitation behaviors were seen in 
the following comments: "I am pretty good at figuring out 
the steps" (trainer/developer}, "I have taken a lot of the 
responsibility for changes around here, parent, community" 
(buffer}, and "supporting people along the way" (monitor). 
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Key Informant Interviews 
Principal Black 
Key informant #1: 
We have been given all the training and the workshops 
that we have needed. She had to convince people it was 
the right thing to do. She would say, "Yes you are doing 
the right thing." 
Key informant #2: 
She asked me if I was willing to try these special kids. 
She really had to overcome negative attitudes about this. 
Key informant #3: 
She has been able to lead the staff and tell them 
everything they have needed to know about a child before 
that child was ever placed in their classroom. 
Principal Red 
Key informant #1: 
She was able to deal with the speed and the manner that 
the change happened. It was handled well by her. 
Key informant #2: 
As far as change goes, she was a great provider of 
resources. 
Key informant #3: 
With the teachers, what is interesting, is that sending 
them to some conference and having them come back and 
talk about the conference and what made it meaningful for 
them. Some of these teachers have said about the 
inclusion conference that, they might say, "I have three 
boys, and it never occurred to me, that one of them could 
go a homecoming game, have some kind of a major injury, 
and come back a paraplegic and be just like this kid in 
this school. And, how would I feel if the school said no, 
your child has to go to a school for the handicapped now 
versus being with their friends." And, I think that is 
the biggest change in terms of the faculty staff that 
child could be my child. And, if that child was my child, 
how would I feel about what we are doing with that 
family, with the program. 
Principal Blue 
Key informant #1: 
I feel this was a whole systems change too a more 
collaborative model, not just a change to inclusion. 
Key informant #2: 
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She likes change. We have been through a lot of changes 
in the five years that we have been hear. She is a "mover 
and a shaker." 
Key informant #3: 
We have had her to tell us that this was the right thing 
to do from the start. 
Cross-Case Analysis 
A cross-case analysis of Principal Black, Red, and Blue 
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Analysis of Table 3 
In the change facilitation behavioral group, the 
likenesses were obvious, however anticipated, and 
established from the examination of the principal as a 
trainer, a developer, a buffer, and a monitor. Each 
principal had been measured as an excellent transformational 
change agent by three individual sources. The data from the 
six sources of evidence clearly justified the great many 
similarities across all four change facilitation behaviors. 
The three principals were seen by themselves and staff as 
change agents who expected teachers to grow. The principals 
continually trained staff to meet the heavy demands of 
inclusion students and developed, provided, and managed the 
resources needed by teachers to change. Support for change 
was demonstrated through both formal and informal measures 
and allowed the change to be watched as it developed. These 
principals knew change and the steps in took to get a staff 
from "here-to-there." No significant differences through the 
change facilitation behaviors were evident. 
Research Question Four 
4. What factors hindered inclusion? 
124 
Principal Interviews 
Research question four was designed to address the 
issue of hinderance to school change. As discussed in 
Chapter I and II, many characteristics are potential 
deterrents to change. Michael Fullan (1982) labeled these 
possible problems as follows: the characteristics of the 
change itself, the characteristics at the school level, 
characteristics at the school district level, and 
characteristics external to the local school system. 
These characteristics included components such as need, 
agreement on the relevance of the change, clarity, 
complexity, quality of the program, the districts' past 
history of change attempts, staff development and 
participation, time-line and information systems, the 
principal, teacher-teacher relationships, teacher 
characteristics and orientation, board and community 
characteristics, district office support and involvement, 
and the adoption process. The data were reported in a 
narrative text display. 
The examination of the responses of Principals Black, 
Red, and Blue were analyzed in terms of Fullan's research on 
deterrents to change. 
Principal Black 
Fear of the unknown. It's a real barrier. Fear of not 
only the unknown, but a non-trust of the administration 
that we are going to pull these supports. Subs have been 
here, but how do we know we know we're going to keep 
them. In the contracts, teachers really want something 
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contractual about inclusion. It's very difficult to get 
that language in there because it counts discriminatory. 
DeKalb had a big issue. And if you are doing special with 
students with handicap, why not do something special with 
students who have gifts and talents, and why not do 
something special in the contract for students who are 
motivated. 
No Dissidents. But I did have some skeptics. Lack of 
confidence. No opposition. 
A lot of lobbying. A lot of boosting. I do believe in the 
staff. If I did not believe they couldn't do that, I 
would not put an inclusion kid in the classroom. A lot of 
lobbying. A lot of sharing stories from other teachers. 
Letting teachers go and visit, talk to other teachers. 
Space. Terrible this year. We have no room for the 
physical therapist. Last year we were real crowded, too. 
As far as material goes, we've been supplied with 
whatever we really need. This year I have one and half 
teacher facilitators. One is full time, one is half time. 
She is a whole person here half time. We have 18 
students. One of those students is really proven to be 
more challenging than we had anticipated, and that child 
is using a whole lot more teacher facilitator time than 
we thought. In fact, this child is also using two teacher 
assistants. There was a time there when we really felt 
short-changed. Fortunately, another school was kind of 
over-staffed and now we are getting some facilitator 
consulating help from them, and we also hired another 
half time teacher assistant. For a while there we were 
really staff-crunched, but we worked it out. 
Field trips. Two years ago we had a child in a wheelchair 
who could only walk on the walker for part of the time. 
If she was on field trip, she had to be in a wheelchair. 
Those kind of things. Checking out some of the places. 
But, we worked them all out. 
In reviewing Fullan's characteristics deterring 
change, Principal Black's main areas of difficulty arose in 
the area of teacher characteristics and their relationship 
to the complexity and adoption of inclusion. She stated that 
teachers showed a "fear", a "non-trust", and a "lack of 
confidence", in relation to having special needs students in 
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their classrooms. Also, teachers were pushing for 
contractual language about inclusion's adoption into their 
school. 
Principal Red 
Principal Red's responses were analyzed in terms of 
Fullan's research on deterrents to change. 
The biggest barrier has been, and probably will be for 
many districts, is the class size. And, when you take a 
look and intensity of the needs of students, we could, at 
the beginning, get the inclusion aide in there sometimes, 
but they couldn't be in there all the time. And, the 
problem was what the inclusion kids, with the combination 
of all the other kids there, that it became a very 
difficult classroom. But, it's a real classroom. I think 
one of the barriers is that to describe that classroom 
request and be turned down because there are a lot of 
other classrooms that are just like that and they don't 
have an aide so you don't get one either. I think that is 
really crushing to the spirit of special ed. staff when 
you know that you've never requested it unless you 
thought that it were above and beyond what an average 
class would be. 
Another one would be people's values. It depends on where 
they are. They are more comfortable with, "I want to get 
this kid out of here!" Rather than having him in and 
dealing with that. Low comfort level, they either don't 
like other people in their classroom, like this is my 
room and sometimes that's difficult when you have two, 
three or four people in your room at the same time that 
you're teaching a class. 
I have not had any outright resisters. We have not hear 
vocally, that they have been outright resisters. They 
have been outright resisters if they felt that a student 
was more of a BO problem and LO problem, and we said no, 
LO is a primary, BO secondary. You know that has been a 
problem. 
From the beginning I think people were worried about 
getting them. "What do I do?" "I am not even trained!" 
That kind of thing. I never ran into anybody who- said, 
"No way!", "This is not my bag!", "I am not doing it!" 
Of course, if they did I would have told them to go to 
any other district However, it's going to come there 
too. You can't run away from it forever. No, no 
dissenters. 
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You are going to laugh at me because any time I mention 
this, people laugh. But, it's a problem with people 
caring too much. And, I think you find out when teachers 
get burned out they care too much, they are doing too 
much, then they burn-out. There is another caring too 
much and this was an internal problem and it continues to 
be more involved. When I see it, I try to handle within 
24 hours. And, that is if a teacher goes into say a 
washroom or into a TGIF, and vent some frustrations about 
a childhood program. Especially a few years ago, well 
inclusion, no matter what, there'll be another teacher 
who would take all of that venting on and would think, 
"That's the way the program is? Oh my God!" This person 
is vented, and is off her chest, and now they regulate it 
and are back into normal work going on. This person who 
is over here who listened to all that, couple of things 
happen,. Either worrying, or they are actively doing 
something to fix that other person's problem. They are 
meddling; and they meddle in all kinds of ways that are 
inappropriate. Well-meaning, but, inappropriate. And, so 
when I see that going on, I can identify it, and can put 
the two together and I confront.They need to stop that, 
they got to deal with their own problems. 
That is hard. As far as I can see, it only seems to be 
the funding. I think when teachers ask for support, they 
usually ask for aide support, or some kind of a support 
that fulfills the function of an aide. They very rarely 
ask for support. If they know a workshop on teaching 
techniques would be helpful, they'll ask for it and 
usually they can go. We rarely run out of workshop money 
mainly because our PTO pick-up where the district leaves 
off. So, I think basically when people complain about 
external barriers, the complaints have to do with, "but, 
I need somebody in that classroom." 
In reviewing Fullan's traits which seemed to 
discouraging change, Principal Red's difficulties arose in 
the areas of class size and the problems associated with 
numbers (developer). Other problems included teacher 
attributes and their association to the intricacy and 
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sanctioning of inclusion. She stated that teachers showed a 
"low comfort level", a "caring too much", or even a cry for 
"help", in association with having special needs students in 
their classrooms. 
Principal Blue 
Principal Blue's responses were analyzed in terms of 
Fullan's research on deterrents to change. 
A year from today I'd like to know that one of the things 
we did not do well this year, we'll make sure we do next 
year, is make sure that we give very good information to 
all of our systems about change. We didn't get a very 
good start in some of the classrooms because of the 
communication, the school information about children. I 
assume that we will be farther along. We will have that 
many more people on board understanding about the whole 
concept of change and the adaptation you make are a 
recognition, but they are not there at the top of the 
list, if it all works. I think that we have to continue 
what we are doing, but it's working well. There isn't a 
lot more that needs change here, to make better, because 
fine tuning, involving people, and hope it all works out. 
I hear my people comparing themselves to other people in 
the district. There's a great fear, anxiety, anger, all 
that stuff because people haven't had questions answered 
about inclusion. We got on it, the inclusion issue, and 
we started with the 6th grade. We tried one child and I 
did it without understanding what I was getting myself 
into. "We'll try it." "It makes sense to me." I knew 
nothing about special ed., had no training in special ed. 
It was stupidity probably that allowed me to take the 
chance, if that makes sense. That teacher talked a lot, 
and the following year we had six kids. We chose kids 
that we thought could make it, including the autistic 
child, and that year I was able to ask people if they 
were willing to do it totally voluntary They didn't have 
anybody else to tell them, "You don't want to do this." 
They were fairly opened to it, and every year we have 
been doing by request. First people involved first year 
wanted to be involved second year, which is the greatest 
testimony to the change. They all liked having 
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assistance, they liked being involved with collaboration, 
they thought it was very good for the kids, and they 
thought it was a lot of work, but a work that it was 
right. Now, they would comment that when we did this, we 
did more blind, nobody was telling to get all anxious 
about it. They did a lot of training that first year, I 
sent them to a lot of stuff, everybody got involved, 
everybody has been to a lot of stuff. They have seen it 
working so they don't have any of the fears. 
In reviewing Fullan's aspects deterring change, 
Principal Blue's chief areas of obstacle arose in the 
communication and organization of staff information. 
However. She was hard-pressed to list any barriers of any 
type. 
Key Informant Interviews 
Principal Black 
Key informant #1: 
The most difficult thing she had to do was to make 
everyone believe they could do it. Not everyone was so 
receptive. 
Key informant #2: 
Overcoming the negative attitudes about inclusion was the 
biggest problem. 
Key informant #3: 
I don't know? Maybe scheduling, you know, mixing everyone 
around. 
Principal Red 
Key informant #1: 
The most difficult thing was teacher resentment to the 
program. Staff cooperation was difficult to achieve. 
Key informant #2: 
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Not finding enough time and being pulled out of the 
classroom were the biggest problems for me. There was 
little collaboration at the start. We really had to work 
on that. 
Key informant #3: 
People were afraid that what they said they were going to 
do in the administration. Not necessarily what Red was 
going to do, but what administration said they were going 
to do. That they were going to eventually stop funding. 
She said,"We can't worry about five years down the road. 
What they are going to do. This is what they are giving 
us now. We'll work with what we got now." And, kind of 
pulled them along. You know how it happens, you bring a 
program in, and there's a lot of support initially, but 
is it there a few years down the road. 
I think there is a lot of stress involved with a lot of 
these children. They have the support they need, but even 
though the child is there all the time, and there things 
going on constantly for these children, it becomes 
stressful. It became stressful in the classroom. 
Principal Blue 
Key informant #1: 
There were two factors: first, not everyone is at the 
same place as far as there ability to change; and second, 
parents have not at all been in favor of any of this. 
These have been difficult battles. 
Key informant #2: 
Getting staff to relate was the biggest problem. Support 
personnel had to adjust to their new role and this has 
taken time. 
Key informant #3: 
The most difficult part has been the parents of the non-
special ed students. They have just not understood. 
cross-case Analysis 
A cross-case analysis of the hindrances affecting 
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Summary of Change Hindrances Affecting School Change 
Data Source 
interview 
key informant #1 
key informant #2 
key informant #3 
Black 
Observation Data Source 
teacher characteristics interview 
c~lexity of the change 
fear 
nontrust 
lack of confidence 







low comfort level 
caring too iruch 
make everyone believe key informant #1 teacher resentment 
staff cooperation 
overcoming negative key informant #2 time 
attitudes pulled out of classroom 
scheduling no collaboration at 
start 
key informant #3 afraid of adninistra-
ti on 
Blue 
Data Source Observation 
interview cOlllllJ"lication 
organization 
people at different states 
key informant #1 people at different 
states of readiness 
parents of regular children 
key informant #2 getting staff to relate 
support personnel had to 
adjust 
time 
key informant #3 parents of non-special 
education students 
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Analysis of Table 4 
A cross-case look into the hindrances affecting the 
change to inclusion in the three schools saw many 
similarities and a few isolated differences. First, all 
three principals cited that teacher individualities and 
attributes played a large role in the slow development and 
lack of progress in the inclusion process. Second, each 
principal observed the complexity of the change itself, 
coupled with the intricacies of innovation, as another 
barrier. Principal Black and Principal Red both described a 
teacher lack of confidence as another obstruction to the 
change process. And finally, specific items mentioned 
separately by different principals and unique to their own 
situations included: non-trust of administration, no 
contract language, class size, and teachers' caring too 
much. 
All three principals cited that teacher characteristics 
were a major hindrance to change. Fullan (1982) listed this 
as one of his four major categories in plausible obstacles 
to change. All three principals saw the complexity of the 
change as a significant hinderance. Fullan {1982) states 
clearly that this, the change itself, was another one of the 
four potential deterrents to change. Two principals also 
rated that teacher "lack of confidence" as a problem in the 
change process. Again, this falls under Fullan's school 
level potential deterrents to change. Interestingly, 
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Fullan's other two potential major classifications, 
characteristics at the school district level and 
characteristics external to the local system, were not seen 
as hindrances in a substantial way by any of the three 
principals. 
Key informant interviews also reported many 
similarities and some specific differences special to each 
site. Two key informants depicted that teacher "lack of 
confidence" was a major block to change. Two key informants 
listed "teacher characteristics" a significant roadblock to 
change. Four key informants saw the "complexity of the 
change" as a leading hinderance to change. Three felt that 
getting all the staff to "believe in themselves" as a 
difficult bridge to cross. Two others saw "parents of non-
special needs students" as a chief hinderance to change. 
Still, three more listed that "removal from the classroom" 
was a deterrent to change. Three key informants felt that 
there was "not enough time" and three more said that a "lack 
of staff cooperation" was another problem affecting change. 
Key informant deterrents to change paralleled those of 
the principals in the majority of their comments. The key 
informant concerns also fell into Fullan's potential 
problems in the change process under the complexity of the 
change and characteristics at the school level. However, two 
teachers did mention that parents of non-special education 
children were a deterrents or as Pullan described, a 
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characteristic external to the local system. Again though, 
no key informants saw district level concerns as a possible 
threat. 
Research Question Five 
5. What was the relationship between staff perceptions and 
principal perceptions and the institutionalization of the 
change to inclusion? 
The Principal and Teacher Surveys 
The development of a 36 item case study data source or 
survey was given to both teachers and principals at each 
site (Appendix C and E). A survey, based on the work of 
Fahey (1991) and modified to fit this research, lent this 
case study to a mixed methodological approach. Three 
questions were developed to explore each of the 12 
characteristics of the theoretical framework described in 
Chapters I and II. This procedure seemed relevant based on 
the work of Sagar (1992), Leithwood (1992), and Pullan 
(1992), who all found that a principal who focused on 
teacher development was more likely to demonstrate a 
transformational leadership style. This case study used 
frequency scores reported as percents and mean scores of 
teachers' responses translated into numerical equivalents 
compared with the principal's aggregated responses item-by-
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item. The scores from the teachers' mean response and 
principal response were compared item-by-item using a t 
statistic. The level set for "significantly" different means 
was a alpha level of .05. 
Results of Principal Black's survey are presented in 
Table 5. 
Table 5 
Summary of Principal Black Survey 
Principal SUrvey Items Presented Percent Scores Teacher Mean Principal Teacher Mean Scores in 
in Categorical Order of Teacher Ratings Scores Rating Colllparison to Principal 
A B c D E 85 Total Rating 
Transformational Leadership 
E111pOWerer 
_35. I seek advice regarding special needs 6 12 12 29 41 3.88 5.0 -1.12 
students from staff members. 
_30. I involve teachers in the scheduling of 6 6 24 35 29 3.76 5.0 -1.24 
special needs students. 
11. I encourage teachers to try new ideas 0 0 6 29 65 4.59 5.0 -.41 
regarding their special needs students. 
Visionary 
_31. I provide a clear picture for teachers 0 18 18 29 35 3.82 5.0 -1.18 
about what it means to have special 
needs students in the classroom. 
_36. I set school-wide goals for i~rovement 0 0 12 47 41 4.29 5.0 - . 71 
in regards to our special needs students 
on an annual basis. 
_6. I collaborate with staff to set school 0 0 18 29 53 4.35 5.0 - .65 
i~rovement goals in regard to special 
needs students. 
Pramter 
- 2. I encourage and support teachers seeking 6 6 18 24 47 4.00 5.0 -1.00 additional special education training. 
- 10. I encourage the use of different instructional 0 0 12 29 59 4.47 5.0 -.53 strategies with special needs students. 
_32. I expect teachers to constantly seek and 0 6 12 18 65 4.41 5.0 - .59 
assess potentially better instructional 
practices with special needs students. 
Problem Solver 
- 12. I am sought by teachers who have instructional 0 6 12 47 35 4. 12 5.0 -.88 concerns or problems with special needs students. 
_9. I am accessible to discuss matters dealing 
with special needs instruction. 
0 6 0 18 76 4.64 5.0 -.36 
- 1. I make regular contact with teachers of special 12 6 12 47 24 3.65 5.0 -1.35 needs students to evaluate student progress. 
Staff Development 
Collegiality Builder 
_20. I work with staff to examine school and 
instructional practices for special needs 
0 12 24 24 41 4.18 5.0 -.82 
students in terms of lll.ltually agreed upon values. 
_21. I encourage autonomous initiative and 0 0 6 59 35 4.29 5.0 - . 71 
leadership in regards to special needs students. 
_28. I encourage llk.ltual sharing, assistance, and joint 0 6 6 6 82 4.65 5.0 -.35 
effort among teachers with special needs students. I-' 
w 
-.J 
Table 5 - Sl.111ll8r~ of Princi~al Black Surve~ - ~age 2 
Principal Survey Items Presented Percent Scores Teacher Mean Principal Teacher Mean Scores in 
in Categorical Order of Teacher Ratings Scores Rating Colllparison to Principal 
A B c D E 85 Total Rating 
Collaborative Culture Worker 
_3. I take into account my teachers• individual 0 0 6 24 71 4.65 5.0 - .35 
needs and concerns in planning and implementing 
staff development activities. 
- 22. I lead formal discussions concerning special 0 12 29 29 29 3.76 5.0 -1.24 needs instruction and student improvement. 
- 27. My evaluations of teachers performance help 0 6 18 18 53 4.00 5.0 -1.00 improve their teaching of special needs students. 
Modeler 
- 7. I often model creative thinking for the staff 0 6 6 53 35 4. 18 5.0 +.18 regarding special needs students. 
_8. I work to improve my performance and knowledge 0 6 6 47 41 4.23 5.0 -.n 
regarding special needs students on an on·going 
basis. 
- 18. I am an active participant in special needs 0 6 12 24 59 4.35 5.0 - .65 student activities in the school. 
School I11prover 
_19. I promote staff development activities for 0 6 12 12 71 4.47 5.0 -.53 
teachers of special needs students. 
- 23. I make frequent visits to the 6 24 6 35 29 3.55 5.0 -1.42 classroom of special needs students. 
- 29. I support teachers with special needs students 0 6 0 12 82 4.70 5.0 - .30 in the classroom as they attempt to implement 
what they have learned in their training. 
Chaase Facilitator 
Trainer 
_4. I conmunicate clearly to the staff regarding 
special needs instructional matters. 
0 0 18 41 41 4.24 4.0 +.24 
- 14. I incorporate knowledge of how adults learn 12 12 35 24 18 3.24 4.0 -.76 into school improvement activities for 
special needs students. 
- 15. I demonstrate special needs teaching methods 12 18 47 12 12 2.94 3.0 - .06 to staff. 
Developer 
- 17. I mobilize resources and district support to 0 6 0 53 41 4.29 5.0 - .71 help achieve academic goals for special needs 
students. 
- 26. I am considered an important instructional 6 12 18 24 41 3.70 5.0 -1.30 resource for special needs students at this 
school. 
_33. I provide specific support (space, materials, 0 6 12 29 53 4.29 5.0 - • 71 
personnel, or equipment) prior to receiving 




Table 5 - Sllllllar~ of Princi~al Black Surve~ - ~age 3 
Principal survey Items Presented 
in Categorical Order 
Buffer 
5. I buffer the school from outside interferences - which detract attention from the school in 
regards to special needs students. 
- 13. I protect teachers who are accomplishing the goals of special needs students from complaints 
by parents or other staff members. 
- 16. I c0111W.Jnicate with the cOlllW.Jnity about new instructional practices being implemented 
in the school. 
Monitor 
_24. I use assessment information to gauge progress 
toward the goals of special needs students. 
- 25. I collect information about special needs students performance by using assessment, 
surveys, or personal interviews with teachers 
and parents on at Least an annual basis. 
_34. I discuss special needs students assessment 
results with staff to determine areas of 
strengths and weaknesses. 
N = 17 85% Return 
~= A = Almost Never 
B = Seldom 
C = Sometimes 
D = Frequently 
E = Almost Always 
Percent Scores 
of Teacher Ratings 
A B c D E 
6 0 18 35 41 
0 12 12 18 59 
0 6 29 41 24 
6 12 29 24 29 
0 0 29 24 47 
0 6 41 29 24 
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Analysis of Table 5 
Table 5 indicated that there were only two major 
categorical discrepancies between the principal's perception 
of her behavior and the staffs' perception of her behavior 
in the areas of transformational leadership, staff 
development, and change facilitation. Due to sample sizes 
being small, a t-test was used to compare the average 
teachers' response and their principal response. In general, 
to reach significance at an alpha level of .05, the 
difference between the two scores needed to be beyond± .6. 
The categories of "visionary" and "developer" noted this 
variation across all three probes. In both instances, the 
Principal Black rated herself significantly higher than the 
mean score of the 17 teachers who completed the survey. 
However, the mean score of the teacher surveys in these two 
areas (4.12) was well beyond at the "frequently" response of 
4.0. 
The areas of "empowerer", "promoter", "problem solver", 
"collegiality builder", "collaborative culture worker", 
"school improver",and "monitor" all reported negative 
differences, but not significant across all three probes. In 
all, 21 probes of the 36 administered fell at a greater that 
-.6 and were significant at the alpha = .05 level. 
These results suggested a high level of expectation 
concerning her performance as Principal Black continually 
rated herself higher than that of the staff. This type of 
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driving behavior was also seen in the interview and on-site 
observations. 
Results of Principal Red's survey are presented in 
Table 6. 
Table 6 
Summary of Principal Red Survey 
Principal Survey Items Presented Percent Scores Teacher Mean Principal Teacher Mean Scores in 
in Categorical Order of Teacher Ratings Scores Ratir~ C0111p8rison to Principal 
A B c D E 85 Total Rati~ 
Transformational Leadership 
E~rer 
_35. I seek advice regarding special needs 6 0 24 29 41 4.00 5.0 -1.00 
students from staff members. 
- 30. I involve teachers in the scheduling of 12 0 18 47 24 3.71 5.0 -1.29 special needs students. 
- 11. I encourage teachers to try new ideas 0 0 18 41 41 4.24 5.0 - . 76 regarding their special needs students. 
Visionary 
_31. I provide a clear picture for teachers 0 12 29 29 29 3.76 5.0 - .24 
about what it means to have special 
needs students in the classroom. 
_36. I set school-wide goals for improvement 0 24 24 24 29 3.82 5.0 -1.18 
in regards to our special needs students 
on an annual basis. 
_6. I collaborate with staff to set school 0 6 35 35 24 3.76 4.0 - .24 
improvement goals in regard to special 
needs students. 
Pranoter 
- 2. I encourage and support teachers seeking 0 6 6 29 59 4.41 4.0 +.41 additional special education training. 
- 10. I encourage the use of different instructional 0 0 12 41 47 4.35 5.0 - .65 strategies with special needs students. 
_32. I expect teachers to constantly seek and 0 24 6 35 35 3,82 4.0 - .18 
assess potentially better instructional 
practices with special needs students. 
Problem Solver 
- 12. I am sought by teachers who have instructional 18 18 29 29 6 2.88 3.0 -.12 concerns or problems with special needs students. 
_9. I am accessible to discuss matters dealing 0 12 6 24 59 4.29 4.0 -.29 
with special needs instruction. 
- 1. I make regular contact with teachers of special 6 18 35 29 6 3.00 4.0 -1.00 needs students to evaluate student progress. 
Staff Development 
Collegiality Builder 
20. I work with staff to examine school and 12 6 41 - 29 12 3.24 4.0 -.76 instructional practices for special needs 
students in terms of 111.ltually agreed upon values. 
_21. I encourage autonomous initiative and 6 12 24 41 18 3.18 5.0 -1.82 
leadership in regards to special needs students. 
- 28. I encourage 111.ltual sharing, assistance, and joint 6 0 24 29 41 4.00 5.0 -1.0 effort among teachers with special needs students. ~ 
,j:>. 
"' 
Table 6 - SlJ'llllar~ of Princi~al Red Surve~ - ~age 2 
Principal SUrvey Items Presented Percent Scores Teacher Mean Principal Teacher Mean Scores in 
in categorical Order of Teacher Ratings Scores Rating Colllparison to Principal 
A B c D E 85 Total Rating 
Collaborative CUlture Worker 
_3. I take into account my teachers• individual 6 0 47 29 18 3.52 4.0 .. 48 
needs and concerns in planning and implementing 
staff development activities. 
_22. I lead formal discussions concerning special 
needs instruction and student improvement. 
6 29 41 12 12 2.94 5.0 ·2.06 
- 27. My evaluations of teachers performance help 6 24 29 24 18 3.24 4.0 - . 76 improve their teaching of special needs students. 
Modeler 
- 7. I often model creative thinking for the staff 18 18 41 18 6 2.76 3.0 - .24 regarding special needs students. 
_8. I work to improve my performance and knowledge 6 6 18 18 53 4.05 4.0 +.05 
regarding special needs students on an on-going 
basis. 
- 18. I am an active participant in special needs 0 24 29 29 18 3.41 4.0 -.59 student activities in the school. 
School l111prover 
- 19. I promote staff development activities for 0 12 18 29 35 3.71 4.0 -.29 teachers of special needs students. 
- 23. I make frequent visits to the 12 6 47 18 18 3.24 4.0 - . 76 classroom of special needs students. 
- 29. I support teachers with special needs students 6 0 24 35 35 3.94 5.0 -1.06 in the classroom as they attempt to implement 
what they have learned in their training. 
Change Facilitator 
Trainer 
_4. I c0111mJnicate clearly to the staff regarding 6 12 35 29 18 3.41 4.0 -.59 
special needs instructional matters. 
- 14. I incorporate knowledge of how adults learn 6 35 24 29 6 2.94 4.0 -1.06 into school improvement activities for 
special needs students. 
- 15. I demonstrate special needs teaching methods 24 35 18 18 6 2.47 3.0 -.53 to staff. 
Developer 
- 17. I mobilize resources and district support to 0 6 41 47 6 3.53 5.0 -1.47 help achieve academic goals for special needs 
students. 
_26. I am considered an important instructional 
resource for special needs students at this 
12 29 29 12 18 2.94 4.0 -1.06 
school. 
_33. I provide specific support (space, materials, 
personnel, or equipment) prior to receiving 
12 6 24 35 18 3.16 4.0 - .84 
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I buffer the school from outside interferences 
which detract attention from the school in 
regards to special needs students. 
I protect teachers who are accomplishing the 
goals of special needs students from complaints 
by parents or other staff members. 
I c01111Unicate with the contm.1nity about new 
instructional practices being implemented 
in the school. 
I use assessment information to gauge progress 
toward the goals of special needs students. 
I collect information about special needs 
students performance by using assessment, 
surveys, or personal interviews with teachers 
and parents on at least an annual basis. 
I discuss special needs students assessment 
results with staff to determine areas of 
strengths and weaknesses. 
N = 17 57% Return 
~: A = Almost Never 
B = Seldom 
C = Sometimes 
D = Frequently 
E = Almost Always 
Percent Scores 
of Teacher Ratings 
A B c D 
6 18 29 35 
12 24 29 24 
0 0 47 53 
0 18 24 29 
6 12 24 35 
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Analysis of Table 6 
Table 6 evidenced that there were five major 
categorical discrepancies between the principal's perception 
of her behavior and the staffs' perception of her behavior 
in the areas of transformational leadership, staff 
development, and change facilitation. Due to sample sizes 
being small, a t-test was used to compare the teachers' 
response and the principal response. In general, to reach 
significance at an alpha level of .05, the difference 
between the two scores needed to be beyond± .6. The 
categories of "empowerer", "collegiality builder", 
"developer", "buffer", and "monitor" noted this variation 
across all three probes. In each instances, the principal 
rated herself higher than the mean score of the 17 teachers 
who completed the survey. However, the mean score of the 
teacher surveys in these two areas (3.51) was almost split 
between the "sometimes" (3.0) to "frequently" (4.0) 
response. 
The areas of "visionary", "problem solver", 
"collaborative culture worker", "school improver", and 
"trainer" all saw negative differences, but not significant 
across all three probes. In all, 22 probes of the 36 
administered fell beyond -.6 and were significant at the 
alpha = .05 level. No probes were greater than +.6. 
These results were meaningful in corroborating a 
intense level of demand put on herself as Principal Red 
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continually rated herself higher than that of the staff. 
This type of pressing performance was also noted across the 
interview and on-site observations. 
The results of Principal Blue's survey are reported in 
Table 7. 
Table 7 
summary of Principal Blue Survey 
Principal survey Items Presented Percent Scores Teacher Mean Principal Teacher Mean Scores in 
in Categorical Order of Teacher Ratings Scores Ratir~ COlllpBrison to Principal 
A B c D E 85 Total Rating 
Transformational Leadership 
Elllp()Werer 
_35. I seek advice regarding special needs 5 0 14 18 59 4.14 4.0 +.14 
students from staff members. 
_30. I involve teachers in the scheduling of 9 0 9 18 64 4.27 4.0 +.27 
special needs students. 
- 11. I encourage teachers to try new ideas 0 5 5 9 64 4.64 5.0 -.36 regarding their special needs students. 
Visionary 
_31. I provide a clear picture for teachers 9 5 23 36 27 3.68 4.0 - .32 
about what it means to have special 
needs students in the classroom. 
_36. I set school-wide goals for improvement 9 5 5 32 36 3.40 4.0 -.60 
in regards to our special needs students 
on an annual basis. 
_6. I collaborate with staff to set school 5 5 14 23 55 4.18 4.0 +.18 
improvement goals in regard to special 
needs students. 
Pra.>ter 
- 2. I encourage and support teachers seeking 5 0 9 14 72 4.57 4.0 +.57 additional special education training. 
- 10. I encourage the use of different instructional 0 5 9 9 72 4.59 5.0 - .41 strategies with special needs students. 
_32. I expect teachers to constantly seek and 0 5 0 44 55 4.45 5.0 -.55 
assess potentially better instructional 
practices with special needs students. 
Problem Solver 
- 12. I am sought by teachers who have instructional 5 0 14 41 23 4.13 3.0 +1.13 concerns or problems with special needs students. 
_9. I am accessible to discuss matters dealing 5 0 9 14 55 4.40 4.0 +.40 
with special needs instruction. 
- 1. I make regular contact with teachers of special 5 5 36 41 14 3.55 4.0 - .45 needs students to evaluate student progress. 
Staff Development 
Collegiality Builder 
20. I work with staff to examine school and 5 5 9 - 32 so 4.18 4.0 +. 18 Instructional practices for spedal needs 
students in terms of nutually agreed upon values. 
_21. I encourage autonomous initiative and 5 5 14 23 45 4. 18 4.0 +.18 
_28. 
leadership in regards to special needs students. 
I encourage nutual sharing, assistance, and joint 0 5 5 14 n 4.64 5.0 -.36 
effort among teachers with special needs students. ...... 
.c:o. 
....i 
Table 7 - Sl.Jllllar~ of Princi~l Blue Surve~ - ~ge 2 
Principal SUrvey Items Presented Percent Scores Teacher Mean Principal Teacher Mean Scores in 
in Categorical Order of Teacher Ratings Scores Ratirv CCllllparison to Principal 
A B c D E 85 Total Ratir~ 
Collaborative CUlture Worker 
_3. I take into account my teachers' individual s 9 9 18 S9 4.18 4.0 +.18 
needs and concerns in planning and implementing 
staff development activities. 
- 22. I lead formal discussions concerning special s 18 32 23 18 3.18 3.0 +.18 needs instruction and student improvement. 
- 27. My evaluations of teachers performance help s s 36 18 32 3.SS 3.0 +.SS improve their teaching of special needs students. 
Modeler 
- 7. I often model creative thinking for the staff 0 s 9 SS 27 3.91 3.0 +.91 regarding special needs students. 
_8. I work to improve my performance and knowledge 0 0 0 27 S9 4.0S 4.0 +.OS 
regarding special needs students on an on-going 
basis. 
- 18. I am an active participant in special needs s 5 14 32 36 3.63 3.0 +.63 student activities in the school. 
School I111prover 
_19. I promote staff development activities for 0 0 0 14 68 4.SS 4.0 +.SS 
teachers of special needs students. 
- 23. I make frequent visits to the s s 36 32 18 3.64 4.0 -.36 classroom of special needs students. 
- 29. I support teachers with special needs students 9 0 9 18 64 4.27 4.0 +.22 in the classroom as they attempt to implement 
what they have learned in their training. 
Change Facilitator 
Trainer 
_4. I communicate clearly to the staff regarding s s 27 36 23 3.77 4.0 - .23 
special needs instructional matters. 
- 14. I incorporate knowledge of how adults learn s 9 32 36 9 3.32 3.0 +.32 into school improvement activities for 
special needs students. 
- 1S. I demonstrate special needs teaching methods 32 14 36 9 s 2.27 2.0 +.27 to staff. 
Developer 
- 17. I mobilize resources and district support to 0 0 s 27 68 4.64 s.o - .36 help achieve academic goals for special needs 
students. 
- 26. I am considered an important instructional s s 18 27 64 3.81 4.0 - .19 resource for special needs students at this 
school. 
_33. I provide specific support (space, materials, 0 s 32 41 23 3.82 4.0 -.18 
personnel, or equipment) prior to receiving 
special needs students. 
...... 
"" ():) 
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I buffer the school from outside interferences 
which detract attention from the school in 
regards to special needs students. 
I protect teachers who are acc~lishing the 
goals of special needs students from c~laints 
by parents or other staff members. 
I conrTKJnicate with the conn.Jnity about new 
instructional practices being i~lemented 
in the school. 
I use assessment information to gauge progress 
toward the goals of special needs students. 
I collect information about special needs 
students performance by using assessment, 
surveys, or personal interviews with teachers 
and parents on at least an annual basis. 
I discuss special needs students assessment 
results with staff to determine areas of 
strengths and weaknesses. 
N = 22 100% Return 
~: A = Almost Never 
B = Seldom 
C = Sometimes 
D = Frequently 
E = Almost Always 
Percent Scores 








B c D 
5 18 32 
0 32 18 
5 23 27 
14 27 23 
5 18 9 
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Analysis of Table 7 
Table 7 indicated that there were no major categorical 
discrepancies between the principal's perception of her 
behavior and the staffs' perception of her behavior in the 
areas of transformational leadership, staff development, and 
change facilitation. Due to sample sizes being small, a t-
test was used to compare the average teachers' response and 
their principal response. In general, to reach significance 
at an alpha level of .05, the difference between the two 
scores needed to be beyond± .6. No categories noted this 
variation across all three probes. 
The areas of "modeler" and "collaborative culture 
worker" saw all positive differences, but not significant 
across all three probes. In all, only three probes of the 36 
administered fell beyond -.6 and were significant at the 
alpha level of = .05 level. And likewise, only three probes 
fell greater than +.6 and were also significant. In all, 
Principal Blue rated herself lower than her staff rated her 
on 18 of the 36 probes. 
These results were indicative of Principal Blue's 
constant quest to improve and never feeling that her job was 
done perfectly. This type of crusading demeanor was also 
seen in both the interview and on-site observations as she 
always felt that she could be doing more. 
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Cross-Case Analysis 
The results of the cross-case analysis for Principals 
Black, Red, and Blue are reported in Table 8. 
Table 8 
Summarv of Teacher Mean Scores 
in Comparison to Principal Ratings Across Cases 
Principal survey Items Presented 
in Categorical Order 
Transformational Leadership 
E~werer 
_35. I seek advice regarding special needs 
students from staff members. 
_30. I involve teachers in the scheduling of 
special needs students. 
- 11. I encourage teachers to try new ideas regarding their special needs students. 
Visionary 
_31. I provide a clear picture for teachers 
about what it means to have special 
needs students in the classroom. 
_36. I set school-wide goals for i~rovement 
in regards to our special needs students 
on an annual basis. 
_6. I collaborate with staff to set school 
i~rovement goals in regard to special 
needs students. 
Promoter 
_2. I encourage and support teachers seeking 
additional special education training. 
10. I encourage the use of different instructional 
- strategies with special needs students. 
_32. I expect teachers to constantly seek and 
assess potentially better instructional 
practices with special needs students. 
Problem Solver 
_12. I am sought by teachers who have instructional 
concerns or problems with special needs students. 
_9. I am accessible to discuss matters dealing 
with special needs instruction. 
_1. I make regular contact with teachers of special 
needs students to evaluate student progress. 
Staff Development 
Collegiality Builder 
20. I work with staff to examine school and 
- instructional practices for special needs 
students in terms of 111.1tually agreed upon values. 
21. I encourage autonomous initiative and 
- leadership in regards to special needs students. 
_28. I encourage 111.1tual sharing, assistance, and joint 




-.41 -. 76 
-1.18 - .24 
- . 71 -1.18 
- .65 - .24 
-1.00 +.41 
-.53 - .65 
-.59 -.18 
- .88 -.12 
-.36 - .29 
-1.35 -1.00 
-.82 -.76 
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I take into account my teachers' individual 
needs and concerns in planning and i~lementing 
staff development activities. 
I lead formal discussions concerning special 
needs instruction and student i~rovement. 
My evaluations of teachers performance help 
i~rove their teaching of special needs students. 
I often model creative thinking for the staff 
regarding special needs students. 
I work to i~rove my performance and knowledge 
regarding special needs students on an on-going 
basis. 
I am an active participant in special needs 
student activities in the school. 
1..,.-over 
I promote staff development activities for 
teachers of special needs students. 
I make frequent visits to the 
classroom of special needs students. 
I support teachers with special needs students 
in the classroom as they att~t to i~lement 






I communicate clearly to the staff regarding 
special needs instructional matters. 
I incorporate knowledge of how adults learn 
fnto school i~rovement activities for 
special needs students. 
I demonstrate special needs teaching methods 
to staff. 
Developer 
_17. I mobilize resources and district support to 
help achieve academic goals for special needs 
students. 
_26. I am considered an important instructional 
resource for special needs students at this 
school. 
_33. I provide specific support (space, materials, 
personnel, or equipment) prior to receiving 
special needs students. 
Black Red 
-.3S - .48 
-1.24 -2.06 
-1.00 -.76 
+.18 - .24 
-.77 +.OS 
- .6S -.S9 
- .S3 -.29 
-1.42 - .76 
- .30 -1.06 
+.24 -.S9 
- .76 -1.06 
-.06 -.S3 
- • 71 -1.47 
-1.30 -1.06 
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I buffer the school from outside interferences 
which detract attention from the school in 
regards to special needs students. 
I protect teachers who are accomplishing the 
goals of special needs students from complaints 
by parents or other staff members. 
I cOlllllJnicate with the cOlllllJnity about new 
instructional practices being i~lemented 
in the school. 
I use assessment information to gauge progress 
toward the goals of special needs students. 
I collect information about special needs 
students performance by using assessment, 
surveys, or personal interviews with teachers 
and parents on at least an annual basis. 
I discuss special needs students assessment 
results with staff to determine areas of 
strengths and weaknesses. 
Black Red 
+.05 -1. 71 
- . 73 -2.00 
- • 18 -1.47 
-.53 -1.53 
- .82 -1 .4, 












Analysis of Table 8 
In general both principal Black and Principal Red 
continually rated themselves higher than their staffs. Of 
the 36 probes, Black and Red rated themselves higher on 34 
of the 36. On the other hand, Principal Blue consistently 
rated herself lower than her staff rated her. Although, 
teachers at Blue's school rated Blue as well if not better 
than teachers at Red's school rated Red or teachers at 
Black's school rated Black. Of the 36 items, Blue ranked 
herself lower on 19 of the 36. Across all three surveys, 
staff perceptions in rating their principals fell 
extensively into the "frequently" to "almost always" range. 
There were 14 individual probes that saw no 
significance across all three staffs and had ratings where 
the principals rated themselves higher than the staff did 
and these included: probe 11 (encouraging new ideas), probe 
31 {providing a clear picture), probe 10 (encouraging 
different instructional strategies), probe 32 (expecting 
better instructional practices), probe 1 (making regular 
contact), probe 28 (encouraging mutual sharing), probe 23 
(making frequent visits), probe 17 (mobilizing resources), 
probe 26 (being an instructional resource), probe 33 
(providing support), probe 13 (protecting teachers), Probe 
16 (communicating with the community), probe 24 (assessing 
progress), and probe 25 (collecting information). Only one 
area saw negative ratings across all three staffs, for every 
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probe, and that was the principal as a "developer". 
Only probe 36 (setting school-wide goals) revealed 
negative significant results across all three staffs. Here 
principals and staff knew that at one time they had goals, 
however, because all three schools were years into the 
change, they no longer set goals for inclusion on an annual 
basis. Probe 9 (accessibility in discussing matters), probe 
3 (accounting for individual teacher needs), probe 19 
(promoting staff development), probe 4 (communicating 
clearly), and probe 15 (demonstrating methods) showed no 
significance across all three staffs. And only the subgroup 
of "modeler" gave no relationship of any type across any of 
the three probes. 
Research Question Six 
6. Did the State request, to move to an inclusionary model, 
influence what the effective transformational principal did 
with respect to change? 
Principal Interviews 
Inclusion, a term coined by Madeline Will (head of the 
Department of Special Education and Rehabilitation Services 
in Washington D.C.) in her 1986 report to the Secretary of 
Education, is a movement to merge general and special 
education in order to serve students with disabilities in a 
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more efficient and effective manner. In Illinois, inclusion 
has been outlined by the Department of Special Education 
(1990) in the following terms: to enable all students to 
become productive adult citizens, to achieve this goal by 
working with their peers, to be programmed for in their own 
ways to meet their own specific needs, to personalized 
instruction both the social and behavioral needs of the 
student need to be met as well as the academic, to make no 
one professional group responsible for the needs of all 
students, to collaborate for better student outcomes, and to 
celebrate individual differences not tolerate nor diminish. 
This was a request, not a mandate for change by the State .• 
Research question six was designed to address the issue 
of the State request to change. This request formed the 
basis for the examination of the responses of Principals 
Black, Red, and Blue. The data were reported in a narrative 
text display. 
Principal Black 
I don't think the change would have come about if I 
hadn't been willing to try it. My superintendent 
approached me one day and said would I be interested in 
piloting an inclusion program. I gave a huge smile. "Of 
course, John". I had no idea what inclusion was; but my 
dad was a manager for Sears for 40 years and taught his 
kids how to respond to a request. I quickly found out 
what inclusion was and visited DeKalb and ended up going 
up to Toronto, and truly became sold. So, it was my 
willingness to try something new. After John asked me 
that question and I found out a little bit, I shared that 
immediately with the staff. I let them know that Dr. 
H ..• had asked me; that I have found out a little bit; 
this is what I found out. I am interested and I will keep 
apprised and I'll share what I learned with you and we'll 
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make a decision down the road. And, I want you to know 
what I am doing and what I'm looking for. And, shared 
with them the video, "Circle of Friends", and after that, 
after showing them that film, this wasn't a one week 
process--we are talking a span of a school year--in June 
we committed and said we will take some kids back. And we 
are committed to it, and the next year we brought some 
kids back. We only brought four kids that first year. 
Quite obviously, the inclusion process at Principal 
Black's school was a "top down" change process initiated by 
the superintendent. The principal's behaviors were those of 
a trainer, developer, buffer, and a monitor. It was then the 
principal's responsibility to sell her staff on the idea. 
Principal Red 
Actually, it came from my principals. So, it did not come 
from my superiors at all. We were changing 
superintendents and the principals got together with the 
special education director and decided, with the new 
superintendent coming in, if we were going to do the 
inclusion thing, let's do it as a district. By the time 
the new guy gets here, we will already be doing it. It 
did not come from above. It started as one school, 
transitioning to the others. 
The inclusion movement at Principal Red's school was a 
"top down" push from the principals of the district. 
The State request had little to do with their push to 
include special needs children back into the regular 
curriculum. 
Principal Blue 
No push from superior. Parental push. Long story,. come 
and gone, been in the works a long time. The policy now 
is child-by-child. 
The inclusion workings at Principal Blue's school was a 
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"parental push" process initiated by the an active parent, 
one parent. The principal took the idea because it "sounded 
appropriate." Throughout the change to bring special needs 
students back into her school, Principal Blue has shown all 
of the change facilitation behaviors under study. 
Key Informant Interview 
There was no question in the structured interview 
format for key informants which addressed this research 
question. It was felt that only the principals would be able 
to respond to this question since this research question was 
aimed at analyzing the principals' views and responses to 
the request to change. 
cross-case Analysis 
The inclusion process at Principal Black's school was a 
"top down" process initiated by the superintendent. The 
inclusion movement at Principal Red's school was a "top 
down" push from the principals of the district. The 
inclusion workings at Principal Blue's school was a 
"parental push" process initiated by an active parent. 
The State request allowed and gave merit to each of 
these three separate approaches toward inclusion. Although 
the State petition was not cited by any of the principals as 
the primary impetus to change, they were very aware of its 
presence. It appeared that each principal felt as if they 
would be on the "cutting edge" if the moved ahead and 
started inclusion before it was mandated. 
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Archival Records, Document Review and Direct Observation 
Archival records and document review were considered 
together to allow for a greater ease in presentation of the 
data. In this case, the materials were reviewed at the 
school site. For case studies, the most important use of 
documents is to "corroborate" and "augment" evidence from 
other sources (Yin, 1989, p.86). A data matrix (Appendix G) 
was developed to code each document in regards to the 
studies theoretical framework described in Chapter I and II. 
Although case studies need not always include direct 
detailed observation, a journalistic real-life account of 
the context in which an intervention has occurred does help 
explain the "causal links" in complex situations (Yin, 1989, 
p.25). 
Principal Black 
From Principal Blacks's school the following types of 
data were gathered and reviewed for their relevance to this 
study: Principal Goals, Inclusion Collaboration Meeting 
Minutes, Inclusion Bulletins, and Inclusion Program Goals, 
An extensive review of each piece of data was done 
using the data matrix form. The following is a 
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representation of that research which was found to be 
significant. 
Principal Goals 
A review of Principal Black's goals for the 1991-92, 
1992-93, and 1993-94 school years yielded direct comparisons 
to the principal behaviors under study in this research. 
Specific reference to transformational leadership, staff 
development, and change facilitation were noted with the 
repeated use of similar terms and phrases. Four examples of 
these goals from the 1991-92 school year are sighted below: 
Work on social skill development in classroom through 
focused instruction and problem-solving with peers. 
Insure the success of the model by highlighting 
collaboration as the key ingredient. 
Continue to monitor the Inclusion Program and the effect 
of the noncategorical assignments of the special 
education teachers on the programs of inclusion students 
and regular education students in the inclusion 
classrooms. 
creatively find solutions to the time problem of teacher 
collaboration. Seek ways to give teachers more time to 
plan and problem-solve, and provide common consultation 
time for teachers and support staff to coordinate 
service. 
Inclusion Collaboration Meeting Minutes 
A review of the Inclusion Collaboration Meeting minutes 
saw a detailed sequence of discussions regarding the 
programming, planning, and appropriateness of special needs 
students on a weekly basis. Principal Black entrusted her 
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personnel to problem-solve in a collegial and collaborative 
mode in trying to meet special students requirements. 
Inclusion Bulletins 
The ''Inclusion Bulletin" was a chronicle that supported 
both staff and students. Predominately, it was employed as 
both a promotor of the policy to the community and as a 
buffer to the faculty. 
Inclusion Program Goals 
A examination of the program goals allowed an 
examination of the force that pushed the inclusion effort at 
Principal Black's school. These texts saw the principal 
behavior waterfall into all 12 behaviors being studied. 
samples of four of these initial goals are subsequently 
expressed: 
Analyze and refine cueing strategies and adult supports. 
Identify strategies for tracking progress of students 
with mild disabilities. 
Determine a model for long range program planning. 
Define strategies for peer assisted learning. 
Direct Observation 
Direct observation in Principal Black's school included 
multiple classroom visits, attendance at an inclusion team 
planning meeting, and an extensive tour of the entire 
building. This direct observation was another source of data 
collection for this study and allowed for a more colorful 
look into the workings of the inclusion process. 
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In all, seven different classrooms were seen on three 
separate occasions. Each classroom was an "inclusion room", 
meaning, that their were special needs student in that 
classroom. Although no direct principal behaviors were 
intended to have been observed during these classroom 
observations, a general feel for the school and the 
inclusion program currently in place was the intended goal. 
The first impression of Principals Black's school was 
that of a caring professionalism. From this researcher's 
first initial interview, through the extensive classroom 
visits, and to the parting goodbyes, an sense of importance 
and sophistication said to this visitor, "Something very 
meaningful is going on here." It was clear that the 
education of students was not just a priority, but a quest. 
A quest to serve each child in the best way possible and to 
allow for each child to access the maximum educational 
opportunity available to them. The energy level was 
stimulating! 
Teachers were friendly and open. They exhibited 
wonderful nurturing behaviors that students find so 
attractive in an excellent school. It was obvious that the 
staff played a dynamic part in the flow and the ease in 
which everything appeared to function. They collaborated, 
interacted, and dealt with each other in positive and 
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respectful ways. Their lessons were done well and what they 
were doing was important. This relevance was sensed by their 
students and it was apparent in their demeanor toward 
learning. It was important! 
Special needs students were just students (most of the 
time they had to be pointed out). Students treated each 
other with respect and dignity in a manner that was 
refreshing and warming. Helping behaviors were rewarded and 
the steps to effective problem solving were up on the walls 
in every classroom in the form of "conflict resolution". 
Special modifications were evident, however, no child was 
out of place or ill-at-ease in their respective classroom. 
There was nothing abnormal, or strange, nor different, about 
seeing any of the special needs students in any of the 
classrooms. They were just, "kids", with their own unique 
needs, in their own unique school. What a nice place to 
visit. 
Principal Red 
From Principal Red's school the ensuing types of data 
were accumulated and studied for their pertinence to this 
study: Faculty Meeting Minutes, Faculty Agendas, Faculty 
Inservices, the Principal's Personal Calendar, Staff Problem 
Solving Data, and Inclusion Program Goals. 
An comprehensive analysis of each piece of data was 
done using the data matrix form. The following is a 
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illustration of that research which was found to be notable. 
Faculty Meeting Minutes and Agendas 
Faculty meeting minutes and faculty agendas were 
considered together due to their similarities. Faculty 
meeting minutes were reviewed form September 2, 16, 30, and 
November 11, 1992. And, faculty agendas were reviewed from 
January 1, 6, February 3, and March 17, 1993. Each document 
was analyzed through the data matrix in terms of their 
relevance to inclusion. Each piece of data contained items 
specifically relating to inclusion. Those items were 
translated into the following principal behaviors: promoter, 
problem solver, collegiality builder, collaborative culture 
worker, trainer, developer, and monitor. 
The Principal's Personal Calendar 
A critique of the Principal Red's personal date book 
allotted a very personal look into the day-to-day 
functioning of the principal. The last week in March 1993 
was assessed in terms of special needs students in relation 
to principal interaction. Thursday and Friday of that week 
saw extreme involvement with the inclusion process. The 
following principal behaviors were seen on those two days: 
collegiality builder, collaborative culture worker, modeler, 
and monitor. 
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Staff Problem Solving Data 
A very unusual piece of data was uncovered from 
Principal Red's building--a problem solving "highway". This 
Spring of 1992 staff development activity allows for staff 
to vent frustration, express concern, and state joys in an 
environment that was not threatening. Each comment was 
written down with no questions asked. Then each idea was 
reviewed by the entire staff and considered as to the 
actuality of accomplishing that request. Then those 
suggestions that appeared possible were focused on by the 
staff for future staff meetings. The following comments were 
related directly to inclusion, "collaborate to get more 
focused", "more inservice on inclusion", "more sharing", 
"unending inclusion classroom support", more social 
workers", "ALL kids accepted by everyone", "opportunity to 
change", "cooperation-collaborating", "eager for change", 
and "smaller number of children in room." 
Inclusion Program Goals 
A inspection of the program goals granted an audit of 
the thrust that launched the inclusion endeavor at Principal 
Red's school. All twelve behaviors under study were seen to 
some degree in the program goals in transformational 
leadership, staff development, and change facilitation. 
Portions of three of these beginning goals ensue: 
Develop collaboration and cooperative teaming through the 
development of teacher teams. 
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Develop assessment procedures that allow for all students 
to be tracked. 
Ascertain a paradigm to enable a policy to be planned and 
written. 
Direct Observation 
Direct observation in Principal Red's school included 
numerous classroom visits, attendance at a multi-
disciplinary staffing, a team collaboration meeting, and an 
comprehensive tour of the entire building. This direct 
observation was another source of data collection for this 
study and allowed for a more vibrant look into the workings 
of the inclusion process. 
Four distinctive classrooms were observed on two 
different opportunities. Each classroom was apportioned 
specific special needs students. Although no direct 
principal behaviors were intended to have been observed 
during these classroom observations, a general feel for the 
school and the inclusion program currently in place was the 
intended goal. 
Principal Red's school was a thriving "bee hive" of 
excitement. Children and adults alike appeared to caught in 
this whirlwind of importance. Principal Red was very 
accommodating to the project, interested in this research, 
and did all she could do to ensure that the visits to her 
school were productive. Red's school was visited three times 
over the course of three months and each time exhibited the 
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same flourishing ambience. 
Instructors were congenial and candid. They were 
accommodating and frank about how they saw a very successful 
program. They took the time to illuminate their particular 
classroom predicament, detailing the needs of the children 
they worked with. Classrooms were bright and wonderfully 
adorned with student work, projects, and happenings. The 
lessons encountered were professionally done and reflected 
that flurry of school excitement that was evident 
everywhere. 
Special needs students were merely students. Students 
treated each other with importance in an understanding way. 
Lessons were adapted, integrated, and useful for those 
special students. Modifications were simply put into place. 
There was an abundances of special help available to all 
students via aids and volunteers. There was nothing 
irregular, or peculiar, nor dissimilar, in encountering any 
of the exceptional needs students. They were plainly just 
students, and like all students, with their own distinctive 
requirements, in a very exiting place. 
Principal Blue 
From Principal Blue's school the following types of 
data were gather and reviewed for their relevance to this 
study: Principal Goals, Principal Performance Appraisals, 
Inclusion Early Release Program Documents, Special Needs 
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Student Achievement Data, Inclusion Team Meeting Notes, 
Inclusion Newsletters, Inclusion Budget Plans, Job 
Descriptions for Inclusion Personnel, Inclusion Program 
Goals, Inclusion Team Development and Training Meeting 
Minutes, Inclusion staff Surveys and Results, Letters from 
Visiting Professionals, Parent Responses to the Program, and 
Minutes from the Inclusion Public Relations Team Meetings. 
An extensive review of each piece of data was done 
using the data matrix form. The following is a 
representation of that research which was found to be 
significant. 
Principal Goals 
A review of Principal Blue's goals for the 1990-91, 
1991-92, and 1992-93 school years yielded direct comparisons 
to the principal behaviors under study in this research. 
Direct reference to transformational leadership, staff 
development, and change were noted with the repeated use of 
similar terms and phrases. Four examples of these goals from 
the 1990-91 school year are sighted below: 
Motivate staff members by stating clear expectations and 
providing clear feedback, encouraging the staff to take 
risks and to innovate (inclusion). This will be done in 
written communication and individual conferences and 
informal meetings. 
Continue to develop the problem-solving techniques and 
collaborative skills of the staff members as they involve 
themselves in building-level decision making. Guide the 
work of the school task forces (inclusion) to reflect 
consistency with our philosophy and vision. 
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Each staff member will attend at least one workshop or 
seminar or outside learning experience during the year. I 
will attempt to match staff members' needs to staff 
development opportunities, and mobilize resources and 
district support to help achieve professional goals. 
Establish and implement the ongoing process for change 
within the school setting. That involves making necessary 
arrangements and adaptations for kids as well as creating 
a positive climate among adults. 
Principal Performance Appraisals 
Principal Performance Appraisals demonstrated the use 
of the comparable terms that paralleled this studies 
framework in the areas of transformational leadership, staff 
development, and change. From May of 1991, four 
illustrations of these performance appraisals about 
Principal Blue ensue: 
I believe that I make a major investment of my time and 
energy and thought in the area os school climate. I have 
gotten good feedback from substitutes and specialists 
that our school is a "warm" and "positive" environment 
for kids and adults. 
In the area of building-level decision making, I have 
found that collaboration does not come without much time 
and effort. I have used the mission statement as a clear 
focus for the direction we have chosen in our ESL and 
inclusion program, articulating it to parents as part of 
our curriculum night. 
I serve as a resource provider, a communicator of vision 
and district perspectives, an instructional resource for 
strategies, and a visible presence. 
My goal this year was to specifically carry out these 
behaviors in the leadership of the Neighborhood Inclusion 
Program. There is no question that this has consumed an 
inordinate amount of my time, presumably "front end 
investment" for the program. I have clearly monitored the 
support-facilitator and her work with teachers and 
teacher assistants to assure maximum support and success. 
This program obviously brings all the tough ingredients 
of CHANGE--establishing new roles, new rules, new 
responsibilities. Methods of communication have 
continually improved throughout the year with outside 
specialist. 
Inclusion Early Release Program 
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The review of the early release program allowed for a 
detailed look into a change that took place out of the 
necessity to have free time to plan foe the special needs 
students. Principal behaviors apparent in these documents 
were visionary, promoter, problem solver, school improver, 
developer, buffer, and monitor. 
Inclusion Team Meeting Notes and Minutes 
A review of the Inclusion Team meeting notes, the 
Inclusion Team Development and Training meeting minutes, and 
the Inclusion Public Relations meeting notes saw the 
principal Blue empower her staff as they problem solved in a 
collegial and collaborative manner in trying to meet special 
students needs. 
Inclusion Newsletters 
The inclusion newsletter was a document that maintain 
several functions. Primarily, however, it was used as both a 
promotor of the program to the community and as a buffer to 
the staff. 
172 
Inclusion Program Goals 
A examination of the original program goals permitted 
an inspection of the inner workings of the inclusion 
movement at Principal Blue's school. These documents saw the 
principal behavior mainly falling into the categories of 
developer, school improver and visionary, however, all 
twelve behaviors were to some extent visible. Samples of two 
of these initial goals are stated next: 
Define a collaborative process and develop a cadre of 
resources needed to ensure appropriate evaluation and 
curriculum modification for students with disabilities. 
Evaluate and identify needs in collaboration teaming 
dynamics. 
Epistles and Measures 
The parent surveys, parent responses to the program, 
staff surveys, and letters from professionals all worked to 
show the principal as a buffer, monitor and a school 
improver. 
Direct Observation 
Direct observation in Principal Blue's school included 
multiple classroom visits, attendance at an inclusion team 
planning meeting, and an extensive tour of the entire 
building. This direct observation was another source of data 
collection for this study and allowed for a more picturesque 
look into the inclusion process. 
Principal Blue's school was visited three individual 
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times over a two month period. Nine classrooms and one staff 
meeting were enjoyed during the observations. Blue's school 
is a splendid example of what education should be all about. 
An older building, with wandering hallways and 
forgotten hide-outs, has made into a wonderful place to 
teach and learn. The walls were blanketed with student work 
and each teacher's room speaks of creativity. A milieu of 
purpose and uplifting fervor was ever apparent in the staff. 
Teachers were competent in their lessons and the 
students were really invested in what was being done. The 
special needs students, those that were identified at least, 
were just students. Modifications were rarely noticeable and 
were not even looked twice at by the student body. All 
students were learning and appropriately so. The parents in 
this district need to know how well their child's school 
serves the needs of their son or daughter, and all children. 
The time spent at Blue's school was positively a treat. 
summary 
In the fall of 1993, Principal Black was six years into 
her current position and four years into the change that 
included special needs students back into her school. She 
was identified by three independent sources as being an 
effective transformational leader and change agent. Fullan 
(1982) stated that an innovation takes from three to five 
years to move into the its final stage change--
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institutionalization. Principal Black's staff and school 
appear to be in that stage. It can also be said, on the 
basis of the surveys and interviews, that she demonstrated 
all of the 12 behaviors associated with transformational 
leadership, staff development, and the change research. 
Concurrently, when Principal Red's school was visited, 
she was 11 years into her present station and three years 
into the change that included special needs students back 
into the regular classroom. She was recognized by three 
independent sources as being an effective transformational 
leader and change agent. Principal Red's staff and school 
appear to be in the institutionalization stage of change. It 
can also be said, on the basis of the surveys and 
interviews, that she illustrated all of the 12 behaviors 
connected with transformational leadership, staff 
development, and the change research. 
At this same time, Principal Blue was 5 years into her 
existing standing and five years into the reorganization 
that included special needs students in her school. She was 
acknowledged by three independent sources as being an 
effective transformational leader and change agent. Her 
school too, was in the final stage of change--
institutionalization. Principal Blue's staff and school seem 
to be in that stage. It can also be said, on the 
justification of the surveys and interviews, that she 
portrays all of the 12 behaviors correlated with 
transformational leadership, staff development, and the 
change research. 
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Chapter V will discuss the findings, conclusions, and 
recommendations. 
CHAPTER V 
FINDINGS, DISCUSSION, AND RECOMMENDATIONS 
Introduction 
This chapter is broken into six sections. Section one 
reviews the purpose of the study and the study's 
methodology. Section two presents a summary of the findings. 
Section three develops the conclusions of the study. Section 
four details the limitations of the study. The fifth section 
makes recommendations for potential action. And, section six 
section suggests questions for further study. 
Review of The Purpose of the Study 
and Its Methodology 
This study was about how three effective elementary 
principals in DuPage County, Illinois improved their school 
with the introduction of a specific change. This change, the 
Regular Education Initiative (REI) or inclusion, involved 
the reintroduction of specials needs students into the 
regular educational setting. The inclusion movement 
challenged these educational leaders to become agents of 
change and fulfill their obligation to improve schools as 
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stated in the Illinois reform movements. Of primary 
importance to this researcher was to discover how these 
principals functioned as tranf ormational leaders in the 
staff development of teachers during the inclusion process. 
And, why their behavior allowed for this change to succeed. 
These "how" and "why" questions were aimed at a contemporary 
set of events, over which the investigator had little or no 
control (Yin, 1989). 
When "how" and "why" questions are asked, the focus is 
on contemporary events, a case study approach is the design 
of choice. Case studies have a strength in bringing a full 
variety of evidence into studies where the situation was not 
easily separated from its context. In the past there has 
been a trend to lesson the value of the case study approach, 
however, in situations were a naturalistic approach is 
required and due to the interest in the actual day-to-day 
workings of an innovation, the case study approach seems 
appropriate (Yin, 1989). 
As the study's focus emerged and the research questions 
asked, the selection of the methodology became a concern. 
The case-study design, with its multiple sources of data, 
seemed to be the best approach for understanding the 
principal's role in using staff development to implement a 
change to inclusion. In this study, which was trying to 
explain and understand the leadership styles across settings 
in applying the change research to inclusion, a comparative 
or multi-case approach design was selected. This offered 
less explanation via chance due to the replication logic. 
Thus, in a multi-case approach, looking at the way 
principals improved their schools by introducing the 
inclusion, similarities were predictable given this 
theoretical outline. 
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This study used multiple sources of data which allowed 
for a vast realm of historical, attitudinal, and observable 
issues to be addressed. The procedure of triangulation, was 
however, the most significant procedure used. Triangulation 
granted the chance to match the data across settings 
aspiring to substantiate the study's conclusions. Using a 
"corroboratory" mode, multiple sources of data allowed for 
inferences to be extracted of a much more reassuring and 
reliable nature based on several separate origins (Yin, 
1989, p.97). 
Six sources of conventional data for the case study 
were used: archival records, structured subject interviews, 
key informant interviews, direct observation, documentation, 
and surveys. The survey was developed from basic 
quantitative methodology. 
The selection of the participating principals was very 
important to this study. Principals were selected based upon 
their being identified by three independent sources. First, 
six principals were named by the head of the special 
education cooperative overseeing DuPage County as being 
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effective transformational leaders in terms of developing 
inclusion in their schools. Second, a special project leader 
working with all DuPage schools in introducing inclusion, 
named a set of transformational principals seen as effective 
in the inclusion process. Here, five principals of the 
initial six matched. In other words, the same principals 
were named at random by the two separate sources. And third, 
the five principals' superintendents were then asked to 
identify their most effective transformational principals in 
initiating, implementing, and institutionalizing change. 
Again, each of the five principals identified earlier was 
chosen by their superintendent as being a transformational 
change agent. Of the five principals identified by the three 
separate sources, three were randomly chosen to be asked to 
participate in the study. 
In summary, dangers and weaknesses of case studies as 
cited by Huberman and Miles (1984), Yin (1989), and Patton 
(1990) were realized and planned for throughout the study. 
Evidence was collected from surveys, interviews with 
principals and teachers, written documentation, and 
observation. Methods of analysis included coding, frequency 
counts, narrative text displays of tables and text, and 
interpretive analysis of assignment responses and placement 
of behaviors into subgroups as defined by the researcher. 
Further, triangulation methodologies allowed for 
verification across settings. Significant points were 
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outlined through narrative vignettes. In general, the study 
tried to provide a rich view of the research. 
Summary of the Findings 
The research questions allowed for direction to be 
given in the collection and analysis of the data. The first 
question sought to discover how the effective 
transformational leader improved their school by introducing 
inclusion. The second question was aimed at how the 
effective transformational leader supported this change 
through the staff development process. The third question 
looked at the behaviors exhibited by the effective 
transformational leader throughout the change process. The 
fourth question spoke to the factors that hindered the 
change process. The fifth question described the perceived 
relationship between principals and staff. And, the sixth 
question, targeted what influence the State request to 
introduce inclusion had on the change process. The data 
collected from the three principals under study was 
presented in Chapter IV along with the cross-case analysis. 
This section of Chapter V will off er a summary of the 
predominant findings. 
Question One 
1. During the inclusionary process, all three 
principals exhibited the transformational leadership 
behaviors (empower, visionary, developer, and problem 
solver) identified in Chapters I and II. 
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2. Of the four transformational leadership behaviors 
(empowerer, visionary, developer, and problem solver) 
identified in Chapter I and II, the principal as a visionary 
was mentioned and referred to the least. 
Question Two 
1. All three principals demonstrated the four staff 
development behaviors, defined in Chapters I and II, 
(collegiality builder, collaborative culture worker, 
modeler, and school improver) during the inclusionary 
process. 
2. Teachers and staff were the main resource used by 
the principal in creating change. 
3. All three principals were seen as "teachers of 
teachers" by their staffs. 
Question Three 
1. Each change facilitation behavior outlined in 
Chapter I and II (trainer, developer, buffer, and monitor) 
was seen throughout the change to an inclusive model in all 
three schools. 
2. The principals' demonstrated knowledge of the change 
process as they fostered its development. 
3. High expectations were placed on staff and are an 
essential part of the change process. 
Question Four 
1. Individual teacher characteristics were a major 
hinderance to change. 
2. The inclusionary process itself was a leading 
obstruction to change. 
3. District level concerns were not referenced as a 
deterrent to the inclusionary process. 
Question 5 
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1. Principals were perceived by staff as engaging in 
transformational leadership, staff development, and change 
facilitation behaviors in all three schools. 
2. Principals and staff differed as to how they 
perceive school-wide goals in terms of inclusion. 
3. Principals saw themselves as more of a "developer" 
than their staffs did. 
Question 6 
1. The State's request provided the opportunity for the 
principals to proceed with inclusion. 
2. All three principals gave other reasons than the 
State request as their impetus to change 
Conclusions 
By reviewing the findings the following conclusions 
were drawn: 
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1. All three schools bolstered a belief that the 
inclusionary process has: enhanced teaching universally, 
enriched overall student achievement, ameliorated tolerance 
for individual differences from regular education students 
and staff, improved staff moral and communication, and 
cultivated community support. (See Chapter IV, Direct 
Observations and Summary, for a detailed analysis of this 
topic.) 
2. Effective transformational principals display not 
only an extremely high self-confidence, but "transform" this 
same confidence to their staffs. (See Chapter IV, Cross-Case 
Analysis of Research Question 1, for a detailed analysis of 
this topic.) 
3. Effective transformational principals use their 
staffs in a true human resource paradigm. (See Chapter IV, 
Cross-Case analysis of Research Question 2, for a detailed 
analysis of this topic.) 
4. Effective transformational principals understand 
the complexities of change and the deterrents that accompany 
it. (See Chapter IV, Cross-Case Analysis of Research 
Questions 3 and 4, for a detailed analysis of this topic.) 
5. Effective transformational principals allow their 
staffs to grow as they foster change. (See Chapter IV, 
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Cross-Case Analysis of Research Questions 1, 2, 3 and 4, for 
a detailed analysis of this topic.) 
6. Effective transformational principals are seen by 
their staffs as effective. (See Chapter IV, Cross-case 
Analysis of Research Question 5, for a detailed analysis of 
this topic. ) 
7. "Top-Down" educational changes provide a catalyst 
for change. (See Chapter IV, Cross-Case Analysis of Research 
Question 6, for a detailed analysis of this topic.) 
8. Differing leadership styles do not individually 
determine the effectiveness of a principal in terms of their 
transformational leadership, staff development, or change 
facilitation. (See Chapter IV, Cross-Case Analysis of 
Research Question 5.) 
Limitations 
There were two significant limitations to this study of 
principal leadership in applying the change research to 
inclusion. First was the size and composition of the sample. 
The conclusions drawn were based on three very specific and 
unique cases, therefore, making generalizations arduous and 
uncertain. The principal sample was fashioned around three 
DuPage principals who all were female. Each principal had 
their first principalship in their current building and none 
had been a principal for more than 11 years. These 
principals were chosen on the recommendations from three 
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independent sources who were instructed to choose the best 
examples of transformational leadership in action. An all-
inclusive, more dissimilar sample may have given way to more 
generalizable data. And, similarity, because these 
principals were chosen based on their effective 
transformational abilities to make change, the conclusions 
are not even generalizable across female principals in 
DuPage County. 
A second limitation to this study was the number and 
type of on-site visits. on-site observations were limited 
based on the specific nature of the change. This study 
looked only at a specific change, inclusion, that entailed 
very definite behaviors and made the chance of observing 
actual principal interaction involving the inclusion process 
chancy at best. on-site visits were used to give coloring to 
the total picture at each school. However, more hours spent 
at the sites detailing the actual phenomena under study 
would allow analysis to be made with more assurance. 
Recommendations 
The following recommendations were founded upon the 
findings in this study and the literature review. 
1. Change is best accomplished through strong 
leadership in cooperation with a sense of shared 
responsibility between all staff at the local school level. 
The principal is the key figure in the inclusionary process. 
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Without the principals' complete support, bringing special 
needs students back into the regular program is doomed. 
2. Principals who understand the sophistication and 
intricacies of change enhance their educational 
environments. The most current training must de readily 
available, through course work, to all principals in 
preparatory programs. A sound understanding of 
transformational leadership, staff development, and change 
facilitation will provide for richer school experiences. 
3. Principals should be under three to five year 
contracts in situations were innovations are underway. A 
shorter stay would prove destructive to the educational 
process in a changing environment. 
4. Since the individual school is ultimately going to 
either thrive on a new change or wither with it, legislation 
and policy must acknowledge this and become sympathetic to 
school needs at the local level. 
Questions for Further Research 
1. In school situations that do not foster change well, 
what barriers, both internal and external, are at work? What 
prompted these hindrances and are they indication of a 
systems failure or an individual failure? What principal 
behaviors are predominately lacking from the environment and 
why? 
2. What pushes effective transformational principals 
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to make speculations and risk failure in chancing new and 
innovative programming? What characteristics do they exhibit 
and is there a way to tap this resource so others could also 
benefit? 
3. Can these findings be generalized or replicated to 
other effective transformational principals in other 
settings? 
Summary 
This study demonstrated how three effective 
transformational principals fostered change in their 
schools. It is hoped that this research will assist others 
who endeavor to attempt change. These findings may aid 
practicing principals in the continuing quest to shape the 
future by providing the best possible of educational systems 
for all children. 
Date 
Site 





CASE STUDY LOG SHEET 
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APPENDIX B 
CASE STUDY PROTOCOL 
I. Summary of the case Study Project 
A. Statement of the Problem 
With the 1985 Illinois reform package, 169 reforms 
and/or mandates were introduced into the Illinois instructional 
picture. This revised the Illinois School Code to include a new 
duty for instructional leadership through the building principal. 
This duty mandated the principal as having the primary 
responsibility for promoting the improvement of instruction. And, 
Illinois principals were mandated to become change agents for 
reform and directly responsible for innovations such as REI. 
As Illinois principals assumed their new mandated 
responsibilities to improve instruction, and even more applicable 
to this study, implement REI, the scope as to the meaning of 
instructional leadership and its application vary. This "top-
down" model of state adopted instructional improvement leans 
itself open to interpretation. In what ways did effective 
principals grasp the concept of REI in terms of applying it to 
the improvement of their schools? In what realms did the lose 
structure of the REI combined with the vague state mandates 
promote varied and incomplete attempts to improve instruction 
through REI? What lead principals to move toward REI and how 
was this focused from an instructional leadership standpoint? 
What specific issues and choices did principals focus on during 
REI and why? 
B. Purpose of the Study 
The major purpose of this study is intended to describe 
and analyze how three effective principals in DuPage County, 
Illinois improve their schools with the implementation of REI. 
Specifically, what did these principals do to function as 
transformational leaders in the staff development process and how 
they supported this to allow for it's continuation and growth. 
These "how" and "why" questions were aimed at a contemporary set 
of events, over which the investigator had little or no control 
(Yin, 1989). 
Although principals are mandated to be legal change 
agents for reform, policy dose not mean any change or growth will 
necessarily occur. Specifically, what did these principals do to 
function as transformational leaders in the staff development 
process and how have they supported this change to allow for it's 
continuation and growth. In other words, what can be learned from 
these effective principals, who were identified as effective by 
three qualified separate sources, about making REI a reality? 
c. Theoretical Framework 
A consistent theme runs through this research and 
defines the characteristics of the principal as a 
transformational leader, staff developer, and a change 
facilitator. 
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The following four factors have been identified from 
the research studies as characteristics of the behaviors of the 
principal as a transformational leader (Grimmett, Rostad, & Ford, 
1992; Roberts, 1985; Pullan, 1992; Sagar, 1992; Deal & Peterson, 




4. Problem Solver 
The research has shown that the following four factors 
as characteristics of the behaviors of the principal in using 
staff development in school improvement (Joyce, 1990; Little, 
1990; Hardgraves, 1990; Payee, 1991; Pullan, 1990; and Pullan, Rolheiser· 
Bennet, & Bennet, 1990): 
1. Collegiality Builder 
2. Collaborative Culture Worker 
3. Modeler 
4. School Improver 
The research has also shown four factors as 
characteristics of the principal as a change facilitator (Hord, 





In combining the research findings in the areas of the 
principal as a transformational in the staff development process 
and how they allow for it's continuation and growth, this study 
seeks to use this new configuration of characteristics to explore 
the behaviors of three effective practicing principals in regard 
to a single implementation (REI) in DuPage County, Illinois. 
This study is significant because of its relationship 
to the practice and training of elementary principals in terms of 
their mandated push to improve instruction and specifically the 
introduction of REI into their systems. More specifically, this 
study holds importance for those principals in the field who are 
or who will attempt change. The results of this study may help 
principals as they undertake the task of educational change in 
light of their duty to improve the educational system for all 
children. 
This study hopes that the individual responses to the 
interviews and surveys will aid in shaping future direction for 
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those principals making the shift to an REI model. 
This study relied on six sources of traditional data 
sources for the case-study: archival records, structured subject 
interviews, key informant interviews, direct observation, 
documentation, and surveys. The survey was developed from basic 
quantitative methodology. 
II. Field Procedures 
A. Research Questions 
1. How did an effective transformational principal 
improve the school through inclusion? 
2. How did an effective transformational principal 
support this change to inclusion through the staff development 
process? 
3. What methods did an effective transformational 
principal use to promote significant change or growth toward an 
all-inclusive school? 
4. What factors hindered school change? 
5. What was the relationship of staff perceptions and 
principal perceptions and the institutionalization of the change 
to inclusion? 
6. Did the State's request to place special needs 
students back into their regular classroom have any influence on 
the effective transformational principal with respect to their 
choosing to move toward an inclusion model? 
B. Step One - (Visit One) 
Date Completed 
1. Log and contact summary sheet/REI classroom 
2. Transcribe, type, and code visits 
3. Inform subjects of archival data needed on 
first visit: (school/REI improvement plans, 
principal's annual goals, school/REI budget 
allocations, teacher (REI) evaluations, and 
student achievement as monitored by the 
principal)- give data sheet 
4. Inform subjects of documents needed on first 
visit: (REI handbooks/materials etc., REI staff 
development materials etc., memos, bulletins, 
needs assessments, parent surveys/newsletters, or 
any appropriate REI information) - give sheet 
5. Confirm teachers to be key informant 
interviewed with principal and surveyed/distribute 
flyer detailing the interview process 
6. Select two hour time for principal interview 
7. Select time for surveys to be given to teachers 
with self-addressed stamped envelops 
8. Give principal survey to be returned upon being 
interviewed 
c. step Two - (Visit Two) 
1. Complete log and summary sheet/REI classroom 
2. Transcribe, type, and code visits 
3. Collect archival data for review which 
included: 
4. Collect documents for review which included: 
5. Analyze data away for school site 
6. Arrange three key informant teacher interviews 
7. Interview principal and collect survey 
8. Tape, code, and transcribe verbatim principal 
interview 
D. Step Three - (Wrap-up) 
1. Complete key informant teacher interviews 
2. Tape, code, and transcribe verbatim key teacher 
interviews 
3. Return data to sites 
4. Send thank you plant to each principal 
5. Arrange time to review case study report for 
accuracy 
III. Analysis Action Plan/Cross Case Analysis 
A. Analysis Action Plan 
charts 
1. List research questions 
2. Answer each research question using data 
collected 
3. Analyze using narrative displays, tables,and 
4. Write case study report 
B. Cross Case Report 
1. List research questions 
2. Answer each research question using data 
collected 
3. Cross reference data using narrative displays, 
tables, and charts 




CHANGE FACILITATION SURVEY 
PRINCIPAL 
DIRECTIONS: The following items deal with your perceptions about 
yourself in terms of activities related to the inclusion of 
specials needs students into the regular curriculum. Read each 
statement and choose just one answer for each item. There are no 
correct or incorrect responses. Please do not identify yourself 
in any way as all results are strictly confidential. Thank you 
for your time and effort. Use the following key to choose your 
answers. 




E= Almost Always 
1. I make regular contact with teachers of special needs 
students to evaluate student progress. 
2. I encourage and support teachers seeking additional special 
education training. 
3. I take into account my teachers' individual needs and 
concerns in planning and implementing staff development 
activities. 
4. I communicate clearly to the staff regarding special needs 
instructional matters. 
5. I buffer the school from outside interferences which 
detract attention from the school in regards to special 
needs students. 
6. I collaborate with staff to set school improvement goals in 
regard to special needs students. 
7. I often model creative thinking for the staff regarding 
special needs students. 
8. I work to improve my performance and knowledge regarding 
special needs students on an on-going basis. 
9. I am accessible to discuss matters dealing with special 
needs instruction. 
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10. I encourage the use of different instructional strategies 
with special needs students. 
11. I encourage teachers to try new ideas regarding their 
special needs students. 
12. I am sought by teachers who have instructional concerns or 
problems with special needs students. 
13. I protect teachers who are accomplishing the goals of 
special needs students from complaints by parents or other 
staff members. 
14. I incorporate knowledge of how adults learn into school 
improvement activities for special needs students. 
15. I demonstrate special needs teaching methods to staff. 
16. I communicate with the community about new instructional 
practices being implemented in the school. 
17. I mobilize resources and district support to help achieve 
academic goals for special needs students. 
18. I am an active participant in special needs student 
activities in the school. 
19. I promote staff development activities for teachers of 
special needs students. 
20. I work with staff to examine school and instructional 
practices for special needs students in terms of mutually 
agreed upon values. 
21. I encourage autonomous initiative and leadership in 
regards to special needs students. 
22. I lead formal discussions concerning special needs 
instruction and student improvement. 
23. I make frequent visits to the classroom of special needs 
students. 
24. I use assessment information to gauge progress toward the 
goals of special needs students. 
25. I collect information about special needs students' 
performance by using assessment, surveys, or personal 
interviews with teachers and parents at least on an annual 
basis. 
26. I am considered an important instructional resource for 
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special needs students at this school. 
27. My evaluations of teachers' performance help improve their 
teaching of special needs students. 
28. I encourage mutual sharing, assistance, and joint effort 
among teachers with special needs students. 
29. I support teachers with special needs students in the 
classroom as they attempt to implement what they have 
learned in their training. 
30. I involve teachers in the scheduling of special needs 
students. 
31. I provide a clear picture for teachers about what it means 
to have special needs students in the classroom. 
32. I expect teachers to constantly seek and assess 
potentially better instructional practices with special 
needs students. 
33. I provide specific support (space, materials, personnel, 
or equipment) prior to receiving special needs students. 
34. I discuss special needs students' assessment results with 
staff to determine areas of strengths and weaknesses. 
35. I seek advice regarding special needs students from staff 
members. 
36. I set school-wide goals for improvement in regards to our 
special needs students on an annual basis. 
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APPENDIX D 
STRUCTURED INTERVIEW QUESTIONS 
PRINCIPAL 
The initial interview questions are biographical and demographic 
in their nature. The remaining questions focus on your role as a 
transformational leader in the staff development process as you 
brought REI into your school. The entire interview should not 
last more than two hours. Your answers to the questions are being 
recorded to help the researcher. Once the interview has been 
transcribed and reviewed, the tape and the transcription will be 
destroyed. 
BIOGRAPHICAL DATA: 
1. How many years have you been in your current position? 
2. How many total years have you been a principal? 
3. What other administrative experiences have you had? 
4. How many years did you teach? 
5. What subject and grade did you teach? 
6. What was your educational training? 
7. Why did you decide to become a principal? 
8. How did you obtain your current position? What was the 
process? 
9. How do you keep up to date in the field? 
10. What are your future goals? 
11. What other responsibilities do you have other than being 
principal? 
DEMOGRAPHIC DATA: 
1. What is the size of this school? 
2. How many teachers are there? 
3 • How many teachers do you evaluate? 
4. How many students are there here? 
5. Describe the district community in general. 
6. Describe the community your district serves. 
7. How many dollars are spent per child? 
RESEARCH DATA: 
1. What beliefs are most important to you in your role as a 
principal? 
2. What were this schools strengths and weaknesses when you 
arrived? 
3. In terms of REI, what actions make you most proud when you 
reflect upon what you have done to support this change? 
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4. What goals do you have this year in terms of REI? How did you 
identify them? 
5. How do feel about where the school is today in terms of REI? 
6. Where do you want the school to be one year from today in 
terms of REI? What about in two years? 
7. What measures do you use to assess the REI process? What about 
student achievement? 
8. What barriers to REI have you experienced at this school? Are 
there dissidents? How Many? 
9. What is the nature of their oppositional behavior? How do you 
work with them? 
10. Are there barriers of any other internal nature? 
11. Are there barriers of an external nature? 
12. What is your greatest strength/weakness as an instructional 
(transformational) leader? 
13. What is your greatest strength/weakness as a staff developer? 
14. What is your greatest strength/weakness as a change 
facilitator? 
15. What has been your greatest challenge to date in regard to 
REI? How did you deal with it? 
16. What are two examples of REI being a positive influence on 
your school? What was your role? 
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17. If you could improve one area of your performance in terms of 
REI, what would it be? 
18. What types of support do you receive in terms of REI? (staff, 
district, etc.) 
19. If you could have one additional resource to help improve 
REI, what would it be? 
20. How many changes, other that REI, has this district been 
through since your arrival? 
21. What strategies have you used to improve the REI process and 
hence, your school? 
22. In what ways do you measure student outcomes in relation to 
the success of REI? 
23. In your opinion, how are transformational leadership, the 
staff development process, and the change process related? 
24. How has REI improved your school? 
25. What type of push have you received from your superiors? 
26. Is there any additional information you would like me to know 
about you in your role as principal as it relates to 





This survey should only take you fifteen minutes or less to 
complete. Please find attached a three page survey and a stamped, 
addressed envelop for your use if you choose to participate in my 
doctoral study. Participation of teachers is crucial in this 
study in providing for a complete data base. The more teachers 
who participate, the more valid the findings. 
Your responses will be held in complete confidentiality. 
Please do not indicate your identity in any way. As soon as 
possible, please return the survey to me in the envelop provided. 
Thank you so much for your help in this study. Your time is 
greatly appreciated. 
Sincerely, 
W. Peter Freischlag 
200 
CHANGE FACILITATION SURVEY 
TEACHER 
DIRECTIONS: The following items deal with your perceptions about 
your principal in terms of activities related to the inclusion of 
specials needs students into the regular curriculum. Read each 
statement and choose just one answer for each item. There are no 
correct or incorrect responses. Please do not identify yourself 
in any way as all results are strictly confidential. Thank you 
for your time and effort. Use the following key to choose your 
answers. 




E= Almost Always 
1. My principal makes regular contact with teachers of special 
needs students to evaluate student progress. 
2. My principal encourages and supports teachers seeking 
additional special education training. 
3. My principal takes into account her teachers' individual 
needs and concerns in planning and implementing staff 
development activities. 
4. My principal communicates clearly to the staff regarding 
special needs instructional matters. 
5. My principal buffers the school from outside interferences 
which detract attention from the school in regards to 
special needs students. 
6. My principal collaborates with staff to set school 
improvement goals in regard to special needs students. 
7. My principal often models creative thinking for the staff 
regarding special needs students. 
8. My principal works to improve her performance and knowledge 
regarding special needs students on an on-going basis. 
9. My principal is accessible to discuss matters dealing with 
special needs instruction. 
10. My principal encourages the use of different instructional 
strategies with special needs students. 
11. My principal encourages teachers to try new ideas 
regarding their special needs students. 
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12. My principal is sought by teachers who have instructional 
concerns or problems with special needs students. 
13. My principal protects teachers who are accomplishing the 
goals of special needs students from complaints by parents 
or other staff members. 
14. My principal incorporates knowledge of how adults learn 
into school improvement activities for special needs 
students. 
15. My principal demonstrates special needs teaching methods 
to staff. 
16. My principal communicates with the community about new 
instructional practices being implemented in the school. 
17. My principal mobilizes resources and district support to 
help achieve academic goals for special needs students. 
18. My principal is an active participant in special needs 
student activities in the school. 
19. My principal promotes staff development activities for 
teachers of special needs students. 
20. My principal works with staff to examine school and 
instructional practices for special needs students in 
terms of mutually agreed upon values. 
21. My principal encourages autonomous initiative and 
leadership in regards to special needs students. 
22. My principal leads formal discussions concerning special 
needs instruction and student improvement. 
23. My principal makes frequent visits to the classroom of 
special needs students. 
24. My principal uses assessment information to gauge progress 
toward the goals of special needs students. 
25. My principal collects information about special needs 
students' performance by using assessment, surveys, or 
personal interviews with teachers and parents at least on 
an annual basis. 
26. My principal is considered an important instructional 
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resource for special needs students at this school. 
27. My principals's evaluations of teachers' performance help 
improve their teaching of special needs students. 
28. My principal encourages mutual sharing, assistance, and 
joint effort among teachers with special needs students. 
29. My principal supports teachers with special needs students 
in the classroom as they attempt to implement what they 
have learned in their training. 
30. My principal involves teachers in the scheduling of 
special needs students. 
31. My principal provides a clear picture for teachers about 
what it means to have special needs students in the 
classroom. 
32. My principal expects teachers to constantly seek and 
assess potentially better instructional practices with 
special needs students. 
33. My principal provides specific support (space, materials, 
personnel, or equipment) prior to receiving special needs 
students. 
34. My principal discusses special needs students assessment 
results with staff to determine areas of strengths and 
weaknesses. 
35. My principal seeks advice regarding special needs students 
from staff members. 
36. My principal sets school-wide goals for improvement in 
regards to our special needs students on an annual basis. 
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APPENDIX F 
STRUCTURED INTERVIEW QUESTIONS 
TEACHER 
The initial interview questions are biographical in their nature. 
The remaining questions focus on your perceptions of your 
principal's role as a transformational leader in the staff 
development process as they brought REI into your school. The 
entire interview should not last more than two hours. Your 
answers to the questions are being recorded to help the 
researcher. Once the interview has been transcribed and reviewed, 
the tape and the transcription will be destroyed. 
BIOGRAPHICAL DATA: 
1. How many years have you taught? 
2. What grade levels have you taught? 
3. How many years have you been at your current grade level? 
4. What was your educational training? 
5. What types of committees have you served on? 
6. What was the last college course you took? What was the date? 
7. How many years have you worked with your current principal? 
8. Where you hired by the current principal? 
RESEARCH DATA: 
1. Name some things your principal does to support the REI 
process. 
2. Do you know your principal's goals in terms of REI for this 
year? 
3. What has been your principal's strength in terms of the REI 
process? How could they improve in this area? 
4. What has been your principal's biggest challenge in terms of 
REI to date? How did your principal address it? 
5. If your principal could provide one additional resource to 
help your role as a teacher in the REI process, what would it be? 
Have you communicated this to your principal? 
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6. Is REI helping to make your school a better place for you to 
teach and children to learn? If so, how? 
7. In what ways has your principal involved you in the REI 
process? 
8. Is there any other information you would like me to know about 
your principal in their role as an elementary principal as it 
relates to transformational leadership, staff development ,and 









4. Problem Solver: 
staff Development 
5. Collegiality Builder: 
APPENDIX G 
DATA MATRIX 
6. Collaborative Culture Worker: 
7. Modeler: 
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